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Elizabeth Ashton, University of Durham. M.A. (Education) 1989. 
Religious Education and the Unconscious: ~1 investigation of children 
from seven to eleven years. 
*'********** 
Abstract:. 
'This thesis examines recent research into the validity of 
Piaget 's t~heories as to how children assimilate, think, and learn, 
and analyses in detai.l the research of D.r. Ronhld Goldman, who based 
his theories concerning Religious Education u-pon the psychology of Piaget. 
The thesis shows how, although having exerted infl~nee over 
religious education in :Britain for over twenty years, the theories of 
Dr. Goldmaru are unhelpful for effective teaching in the field of 
religious education, as they fail.to give recognition to the signif-
icance of environment. and experience for a child•s rec£pt.ivity of 
teaching,· concentrating as they do too· much upon chrono,logical age. 
By the use of various enquiries, the current level of understanding 
of religion among children of Junior School age is investigated, and 
found to be lacking irD any conceptual development from the Infant Stage. 
The problem, apparently, is that the children are not introduced to any 
other concepts of God than "Father", with the result~ that unhelpful 
anthropomorphic concepts form and receive reinforcement. The problem 
posed is how to make use of children;' s experiences in order to develop 
deeper thought c·oncerning religious interpret at ions of life. 
Two basic types of experience are identified and examined, and 
related to the psychologyr of Dr. C. G. Jun.g: the personal experience 
and the collective experience. 
By practical classroom work, which is illustrated throughout, 
specific religious topics are investigated!., drawing upon these two basic 
types of experience. It is shown that, contrary to Goldman's theory, 
jun,ior children are capable of analysing quite sophisticated B;iblical 
.material, ~fd further, show themselves capable of considerable thought 
about religious matters and symbolism in general. 
The thesis concludes by listing various implications for the Primary 
School Curricwlum. For re'ligious education to be ef.f'ect.ive, it needs 
to have its foundations within both personal and collective experience·. 
Thought l"Jlee.(lls to be drawn out-. from the children by the use of carefully 
planned schemes of work, and where possible the children should be 
given the opportunity of extending and deepening their thought by problem 
solving activities related to the theme being followed. 
In contrast to Dr. Goldman's recommendations,. the high potential of 
junior children for abstract thought and reasoning is illllilllinated 
throughout and illustrated, and the use of Bi.blical, and other religious 
writings and material is recommended for use in the classroom. 
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Chanter One. 
After being approached by colleagues ~t school with the 
request that I should review the school's provision for religious 
education and offer guidelines as to how the subject should be 
taught, I made in~estigations into the teacher's reference books 
available in school and discovered the main volumes to be the 
researches of Dr. Ronald Goldman. As over twenty years had elapsed 1 
since these books had been written, I made further enquiries in 
order to locate some recent theory upon which primary school 
teaching in the field o-f religious education could be based. Many 
articles which I read did, in fact, direct criticisms towards 
the psychology of Dr. J. Piaget, upon whose researches Dr. Goldman 
based his own. The psychology of Piaget pointed towards various 
stages of intellectual development, closely associated with biolog-
ical growth, which indicated that children were unable to think in 
abstract form until they had reached adolescence. Biblical 
material, therefdre, comprising as it does abstract, theologicaa 
writing, was advocated by Dr. Goldman as being unsuitable for 
children until the stage of abstract thought was reached. Dr. Goldman 
was surprisingly specific as to when this would be:-
. It is evident that a basic literalist stage exists 
until about 12:11 chronologically, until which time 
most pupils tend to see the Bible narrative as literally 
true. It carries with it not only the prestige of the 
printed word, but also, to the child, the authority of 
the adult world. It is true because it is old and 
venerated, and it is true in a literal manner·. 
In her research Professor Margaret Donaldson cites many 
examples of how the Piaget-type test has endeavoured to probe into 
the thinking capacity of young children and also how the tests were 
used to link biological development with intellectual capacity. The 
important fact to which Professor Donaldson constantly refers, never-
theless, is the importance of experience, or lack of it, to the 
child's performance. Diverse types of experience were alluded to: 
language experience, play experience, and in fact the general exper-
iences of life which the children had encountered which were extre-
mely influential in their performance at the test. It was further 
pointed out that if the actual detail of the testing technique was 
modified in order to take account of the children's experiences, but 
the basic st~cture of the tests left unaltered, their rates of 
succ~ss improved significantly. 
:·: 
2 
3 
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If, as Professor Donaldson maintained, experience was the 
key factor in.the learning process of young children, it was 
necessary to use a framework for re}igious education which took 
·this important fact into account. 
I was, however, unable to locate any teaching materials which 
took this theory into account, and it seemed that I had reached a 
dichotomy in my search: the material available was la::::-gely based 
1JT'on the ideas of Dr. Goldman, or even unon methods which had 
prevailed before Dr. Goldman's researches had been written. No 
research seemed to have taken place whi_ch involved work in the class-
room which took account of Professor Donaldson 1 s findings in the 
field of religious education. 
It had been during an In-Service Course in 1983 that I had 
heard Dr. Brenda G. Watson of the Farmington Trust speak, when she 
laid great emphasis upon the dangers inherent within, and the futility 
of, asking young children to draw pictures of God. She argued that 
~ 
such activities, although fre~uently carried out had the unfortunate 
effect of reinforcing anthropomorphic concepts which were already 
held by the children, or even more unfortunately, of even introducing 
them. Thus, rather than such ~~ exercise helping children fo~vard 
in their thinking, it actually reinforced such unhelpful ideas of 
God as an old man in the skies, towering over the earth, and Dr. W'atson 
had been of the firm opinion that even children of junior school 
age were quite capable of more mature levels of thought than this. 
Upon writing to D:;:-. Watson I rec_uested details of any suitable 
publications and I also described my interest in the problems which 
were obviously st:rrounding the whole area of religious education ant'. 
the dile~s which were the result of them. I received much encourage-
ment to formulate my own research proposals and it was obvious 
that research in this field of study was urgently required, especially 
research carried out in the classroom itself where the researcher was 
in constant daily contact with the children. 
Ny research, therefore, was designed to enquire into the vaJ.idi ty 
of the research of Dr. Goldinan whose own research had enjoyed over-
whelming influence upon how religious education had been tackled in 
this country for over twenty years. ·rhe reason for this fact was 
recently stated thus:-
;This is chiefly on account of ·the importance of the issue 
it pur}lorts to address' neJnely che intellectual potential 4 
of children as a basis for religious education. An additional 
reason is t{lat no similar work has been undertaken in the 
mea..l'1time' • 
3 
This enquir'J would, of necessity, demand some i.nvestie;ation 
into the psycholO:§,'Y of fiaget since this 11rovided the foundr.ttion 
upon which Dr. Goldman based his own researches. 
Bearing in mind both the views of Dr. Goldman and of T-rofessor 
Donaldson, I wished to extend my research into an investigation of 
the various types of experiences which a child in the junior school 
brings into the classroom in crder to discover how far these exper-
iences could be used e.s ::o.n. afipro e.ch to religious education. I also 
\Ushed to discover how f~ their use could open up hitherto unexplored 
areas of a child's :r_:1otential for understcmding abstr~tct ideas and 
writing, for such could have irr:!Jortant implications for the teacher's 
ex:cectations of the innate potential of pupils in the classroom. 
The followir.g corr:prises the results of my research which 
emhodies t'ractical work which developed from the children's own 
receptivity to the mn.t.erial presented to them. The underlying 
psychology was not used, as was the case in Dr. Goldman's research, 
to +est the children and the a:prlicability of the tests themselves 
, 
in t}~e field of religious education, blJt rather as a fOtmd::J.tion 
upon which to base m:r educational priciples a!lC. also as E.. means by 
which the thinking capacity of junior school aged cbildren conld be 
led forward and helped to deepen. 
1. Goldman, Dr. R. 
Goldman, Dr. R. 
2. Goldman, Dr. R. 
3. Donaldson, M. 
Petrovich, 0. 
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Chauter Two. 
Psychological Th_e_o_:rx__cpd the Researches of Dr. R. Goldman. 
The psychology of Jean Piaget, which has had overwhelming influence 
upon education in this coc:ntry for over twenty years indicated that 
children's intellectual capacity was, in fact, closely linked to 
their biological growth and developmer:t and that before the ability 
to think in abstract could be attained, they had to proceed through 
a number of definable "intellectual stages" of development. The 
researches of Dr. Goldman were firrrly based upon the psycholog-f of 
Piaget, c:nd the theories of the latter have (Jeen, and 2.re, in the rrocess 
of being seriously crj_hcised by manc,r researchers. ~ohin 1dnney l 
dre·.v attention to the acarlemic b2.ckground of Fiaget, who "qualified 
in biology and wrote his doctoral thesis on molluscs, before 
becoming professor of philosophy, end then later he turned to child 
psychology". This biological background and interest may be identified 
continually in the work of Tiaget, not least of all in his famous 
theor:;r of "intellestual stages", but as Robin t:inne.;- pointed out, 
there is a big difference between the growth and develorment of the 
body and the grov;th and develo1-1ment of understcnding: "Just to mention 
'the sa.vage' points this out: anatomically there is little difference 
bet':ieen the professor Cilld priE"Ji ti ve herdsmen ••• but the growth of 
underst,_mding ••• the conception of the world ••• must be seen in 
relation to the environment in •.vhich t:hi.s development takes place". 
Margaret Donaldson investigated the methods used by Piaget 2 
to assess the 'intellectual limitations' of children. An example 
which she cites involves the child viewing fror:: one side of a table a 
model of rn.ountains. ·rhe tester ;::.l;:o.ces a small doll on a mountain 
1 pes.k' o~;posi te to the child, ·.vho is then asked to select from a 
number of "!lictures the view which he/she thinks the doll would be 
able to tee from where it stood. Under the a.ge of about nine most 
children fail this test and frequently choose the view which they 
themselves could see. Piaget felt this proved they were unable to 
see a problem frorr: all other person's point of view: they were unable 
to "decentre". 'rhis idea obviously has serious implications for 
the child's ability to think and to reason, and it follows that this 
view is re1event for the teaching of religious concepts, the formation 
of wbich demand thought and logical reasoning. 
5 
Eov1ever, when the task was altered in detail, &l though the test 
rem2ined essentially that of 1 iaget, md the mountains replaced by 
a simple network of intersecting walls and two dolls used, one dressed 
as a policeman and the other as a child, the child was able to place 
the doll in such a position that it would not be visible to the 
roliceman, snd in fact was even able to hide the doll in a position 
frorr, where it could not be seen by two r-olicerren standing in 
different T.'laces a.rrong the walls. };c;.rtin P"ughes, who conducted the 
experiment~ concluded that the children were able to complete the 
task successfully because hiding behind walls was something within 
their experience: it made sense to them, and they were conser:uently 
ab1e to understa.>-td what it was that they were expected to do. 
It was upon such theoriJs of Fiaget that Dr. Goldman based his 
own_ research, the results of which are embodied within two books, 
and which were recently stated in research as "still regarded as 
relevant. This is chiefly on account of the importance of the 
issue it purports ~o address, namely the intellectu&l potential of 
children as a basis for religious education. An additional reason 
j s that no similar work has been underta'..cen in the meantime". 
Dr. Goldman made his enquiries into the "thinking" of the child 
in the first instance, in order to test his/her ?Otential for under-
standing religious education. His self-confessed aim was to discover 
if "Piaget 1 s three stages (of intellectual developrr.ent, linked closely 
with biological growth) could be applied to the redm of religious 
3 
4 
thinking". I-t was with this aim in mind the.t the investigations 
were carried out by those "psychologically trained .:md conversant 
5 
with Fiaget's ideas". In other words, Dr. Goldman's researc~es were 
really testing the tests of ?iaget, but there was no thought, ap-parently, 
of considering the validity of the tests themselves. 
',That Dr. Goldman discovered was that, not surprisingly, the 
children whom he had questioned al:lout such Bi hlicaJ material as ''Noses 
:md the Burning Bush", the "Red Sea Crossing·" cmd "The Temntations of 
Christ", showed no theological understandi_ng wh2.tsoever of the mater-ial, 
w:oich W3.S frsqusntly c~e:~cri1lcr1 by U:e chi lc'lrep in c;_n_throrornor}).hic 
ter;rs. Hfmce one chj_1d described the devil as follows:-
A wicked ff1an vnder the ;:-;:rovnd 6 
6 
Dr. Goldman stated s11ch ideas were common u:;-: to about the age of 
ten years, eight months. Why did he think tr.i s was so? It is 
interesting to. 'ex81T:ine just exactly what questions the crd.ldren in 
the investigation were asked:-
Who was the devil? 
(The use of the rronoun "w-ho" irr:mediately suggt>sts to the 
child that the devil should be thought of in terms of a 
person: if "What" h3.d been ueed instead the replies may 
have been rather different). 
·could Jesus see him? 
(Again, 'him 1 would. rei.nforce anthro~omorphic ideas of the 
devil to the child, as would the s11ggested visual c:.spect of 
'him'). 
If the child c,.nswered 'yes 1 , he/she was then asked 
What did he look like? 
(This ques-tion is ;:m open invitation for the ctild to imagine 
more anthropomorphisms~) 
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If the child answered 1 no 1 , he/she was stiJ.J. trapred by the question 
into answering anthropomorphically, since the Question which followed 
was: 
, 
How would Jesus know the d.evil was there?· 
The following criticism of Dr. Goldman's questioning technique is 
just as pertinent to the above O.iscussion as it is to the similar 
questions which were asked children in connection with ''r;Joses and the 
Burning Bush":-
·It would need an exceptional theological maturity in a child 
or adolescent to ~;oint out to the q.1estioner that he could 
not really give any p.nswer to this kind of question in the 8 
terms in which it is asked, and with all the assumptions it 
seems to make ... 
One of the assumptions of Dr. GolQman see2s to have been that there 
are definable answers to such theological considerations, a~ idea 
which is highly controversial. 
These types of ouestions lead children upon a false trail of 
thought, encouraging as they do spatial ideas and testing skills of 
thought aJ"l.d reasoning which, because of their lack of experience, they 
have not han the opportunity of acquiring. This, indeed, is the 
conclusion re?.,ched by TV:argaret Donaldson and i'fartin Hughes in their 
considerations of the tests of Fiaget as discussed on page 22. 
However, basing his conclusions upon such researches, Dr. Goldman 
was led to state that:-
'The Bible is not a children's book .•• the teaching of large 
areas of it may do more damage than good ·• 9 
As I have indicated, however, the children's lack of success may 
7 
De 1mderstood not because their "biological :i.mmaturi ty had affected 
their intellectual ur:.dersta.nding and caraci ty fer thought, but 
because they had not been taught the necessary skills which are 
required in order to understand to what poetic, symbolic writing 
is pointing. 
Dr. Goldman sug;:;ested thc:.t Biblicc;l material ought not to be 
;_ntroduced to ymmg cr.ildren until their chronologie?~ age indicated 
a stage of intellectuc;l develo~Jment which would enable them to 
a~_,:r;:c-eci2"te e:nd understand the use of abstract symbolism. However, 
more recent· research has suggested that a child a.s yorn5 as four 
years has an intellectual capc:.ci ty resembling much more closely 
that of adults than has been understood -hitherto:-
At least from a.ge four, then, we rr,ust a.,-r,Pin acknowledge 
that the suyrposec gap between ctildren and 2.dul ts is 
lo 
less than man;r r)eo:;:-le have cl?..imed • ll 
Olivera Fetrovich further develops this ~oint when she m=ntions 
that:-
From age four onwards children can understand th= 
r1-· £'ference between metaphorical and 1i teral state-
rr:ents : .• 
12 
'-<'That these statements indicate is tha.t children are, in fact, ,_:assessed 
of the potential for abstract thouc:ht but the -c·oter.tia~ needs to be 
recognised and developed by the use of sui table material wd teachinz 
methods if it is to be realised. 
The potential for development of religious understancling is 
illustrated in Figure 1, "The Six Sta.s-es of Faith Development 11 , which 
I constructed upon the ideas of Jr"'':les Fowler, as they are described 
in 11The Stages of Faith". Six stages of faith were identified by l3 
Fowler, and these he sees as being sirEilar to the intellectual 
developmental stages of l'iaget, but he does not link them so closely 
with biological development; according to his theory, indeed, only 
very few human beings indeed reach Stage Six, and he estimated that 
most American adults were between stages three and four. The problem 
in the development of religious underst~1uing seems to lie in part at 
least in the understanding, or lack of understanding, of the use of 
symbols. If, as Fowler indicates, many adults do not develop signif-
icantly beyond Stage Three, two types of attitude seem to result: 
either the s:v!llbols are accepted literally as sacred and protected 
as such, or faith disappears because Stage Four is, at best, c:.p~nroached 
Out never consolidcrted or developed to'rlards Staf;e Five: the syrnbo1s 
a.re dismissed b·eca:use the~r are merel~{ s~rr:10ols and their deeper signif-
icance within the human _psyche is never investigated or knovm, even, 
i:o exist. 
Figure 1. 
Stage Six. 
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The Six Stages of Faith Development. 
Stage One. ----7 Stage Two. 
Development of impulses which 
require symbols in order ~o 
be manifP-sted. Fantasy-
filled f;:li th. 
literal interpretation of 
symbols. Story, drama, 
ar.d myth give coherence to 
experier· 
Stage Three. 
Personal Identity develop-
ment (self-consciousness) 
Symbols are themselves 
considered to be sacred. 
The 'self' engages in 
spending and being spent 
for the transformation 
of present reality {n the 
l 
. S:tage Four. 
Recognition of symbols as 
being symbolic of something 
which needs to be concept-
ualised. 
direction of a transcendent 
actuality. \ 
Stage Five. / 
Realization of the depths to 
which myths and symbols refer. 
Realization of one's deeper 
'self' and recognition of the 
influence of the unconscious. 
(A brief summary of "The Stages of Faith", James Fowler). 
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It is interesting to q~estion why, in fact, most American adults 
do not seem to progress much beyond Stage Three in their religious 
understandl:ing, as Fowler suggests. Dr. Goldman's researches indicated 
that children from about early adolescence were able to understand 
abstract. thought. and symbolism. One may develop this line of inquiry 
further by referring agai~ to the fact that modern research into 
psychology is indicating that at least from the age of four, children 
have a capacity for.- abstract thought similar to that of adults. 
What seems to be a possible explanation is that the prevail~ 
methods used in religious education are not developing the potential 
possessed by either young children or adults. 
There are two basic influences upon a child's religious under-
st,anding: the experiences he/she has outside of school, firstly, and 
inside of school secondly. Con'Cerning the fonner, I asked the 
children various questions concerning their contact with church and 
religious ideas outside of school, and the results are as fol1ows. 
'l'he children whom I questioned comprised the class which I was teaching 
and they were also the children whose work is analysed in the following 
chapters. 
Children's Gontact with H.e ligion Outs ide of Schoo·l. 
liegularly attEnd church 
Members o! church-based organisations, 
e.g. ..lirownies/ Cubs 
Sunday School attenders 
In church for baptisms occasionally 
In church for weddings occasionally 
Heard carols or hymns played in public 
places, e.g. Salvation Army, taped carols 
in Supermarkets, etc. 
Watch/listen to programmes on T.V./radio 
with some religious content 
8 children 
8 children 
3 chila.ren 
8 children 
12 children 
30: children 
20 children 
19% 
19% 
7% 
19% 
29% 
73% 
N.B. Some children are included in more than one category, and 
therefore the totals are not intended to be analysed on the under-
standing that they provide a total of children altogether who have 
some contact with religious experience. 
The emergent pattern suggests that formal religion plays a 
negligible part in the formation of religious attitudes for the children 
since only 19)~ attended church on a regular basis. "I was once at 
church at a wedding" is a common statement, but three-quarters of the 
10 
children had heard some hymns being played in their street, or in 
the local supermarket at Christmas time, and hymn singing programmes 
on television attracted 48%, probably on the basis of family viewing. 
It is a matter for speculation whether most of the children 
would have had any influential experience of religion whatever if they 
had not experienced assemblies daily in school, and lessons in religious 
education in their classrooms. 
Since the religious education carried on in the classroom carries 
a significant weight of the introduction which the CPildren have to the 
subject, I enquired of the staff of my school what type of teaching 
the children received. The following is the cesult of the enquiry. 
Sixteen teachers' responses are shown. 
Life-Theme Approach -
e.g. 'People Who Help Us'. 
8 teachers used this 
Discussion/Analysis of 
religious writing and 
children's question~ 
2 teachers use this 
Eible Stories, as 
1 stories'. 
~ teachers use this 
"Readiness for Religion" 
(Goldman's schemes) 
1 teacher used this. 
Historical/Geographical background to the 
Bible. 
3 teachers use this. 
Religious education lessons in the classroom, therefore, are 
predominantly of "life-theme" and Bible storJ approaches. 
The daily assembly consists of a story, from either a Christian 
(although occasionally a story from another faith may be used) or 
humanist point of view, Christian prayers, occasionally including the 
Lord's Prayer, and two hymns daily, on four days per week. On the 
fifth day a class assembly is held, which may be on any theme, not 
necessarily relir;ious. 11·'ost of the hyrr.ns used are basically Christian, 
al t:Pough some could be described as humanist. 
It was now necessary to analyse the effects which these experiences 
were having upon the development of religious understanding of the 
children. 
11 
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Chapter Three. 
The Development of Religious Concepts. 
''Without experience, nothing can be known sufficiently", reads 
an inscription outside of the University Botanic Gardens in Oxford. 1 
This statement is of profound significance for education, a'Yld not 
least of all for the understanding of a religious interpretation of 
life, since it is upon experience that thought processes and under-
standing are based. I now wished to devise some method whereby I 
would be enabled to gain some insight into what. the children with whom 
I was in contact were thinking about the nature of God, and why. 
My first problem was to decide by what method I was mcs t likely 
to discover the thought which was going on and the concepts which 
were developing as a result. This was an issue of vi tal importance 
since upon such a method the validity of my research would rest. It 
was imperative that I should not influence the children 1 s responses 
to the method devised as I wished to discover exactly what their own, 
private ideas about,the nature of God comprised. For this reason, 
the children included in the survey had not been taught by me and 
therefore had no opportunity of trying to communicate what they felt 
I personally would wish them to say, at the expense of their own thoughts. 
For this reason no help, whether before, or during, the procedure of 
investigation could be given. It was, in addition, necessary that 
the children should be able to understand exactly what it was that they 
were required to do and for this reason instructions would need to be 
both clear, concise, and specific. 
I wished to define, as far as possible, what concepts of God the 
children were developing and what types of thought and experience these 
concepts were based upon. 
I considered the method used by Dr. Goldman to be unsuitable for 
my research since I wished to gain some insight into children's concepts 
and thought. I did not, as was the case with him, wish to test the 
applicability of Piaget's psychology and testing techniques to the 
subject of religious education. 
Dr. Leslie Francis set out to discover what children, both in 2 
their teenage years and those of junior school age, felt about religious 
matters; he was, therefore, investigating religious attitudes rather 
than concepts. I wondered, nevertheless, if any of his methods of 
1}, 
investigation could be sui table for my own research. He tried 
Dr. Goldman's method which he called the "Structured Clinical Inter-
view" and define9- two fundamental wealmesses; firstly the active 
involvement of a questioner resulted in the development of a "human 
factor" w:b...ich influenced the performance of the child being interviewed. 
I wisaed to avoid this problem ~1d therefore rejected further this 
particular method. Dr. Francis could find no wa:y of objectively 
analysing and translating the mass of data which he collected which 
he felt was "amenable to sophisticated statistical analysis". 
Dr. Francis then described the "Likert" approach, again a test of 
attitudes rather than concepts, which involved the children selecting 
from a pre-devised list of responses the most appropriate one for one's 
own point of view. The possible responses covered a wide range of 
intensity of belief; for example they r~~ed from such statements as 
"more" to "very much indeed" and could be selected by the child as 
he/she thought most suitable to statements such as "the idea of God 
means much to me" or "God helps me lead a better life". Dr. Francis 
, 
considered that such statements enabled him to assess cr...ildren's attit-
udes towards such topics as· belief in God and church attendance. 
Dr. Brenda G. Watson has questioned the technique used, showing 3 
how both the statements and the possible responses to them could be 
influenced by the different interpretations which could be placed upon 
them from one child to another, and between one age and another, with 
the result that the children could, in fact, be answering different 
queries to those which the tester had really intended. 
I should also offer my own response to the "box ticking" approach. 
The boxes to be ticked in this type of survey actually offer "answers 
o? a plate" to the child or adult taking part in the exercise, who ma:y 
complete the questionnaire by giving no more than a momentary thought 
as to w:b...ich box to tick, perhaps even doing so without even reading 
what the statement actually s-aid. For this reason, too, I felt this 
method was suspect as being invUid, and really only indicative of how 
many children decided to tick which box. A method of investigation was 
required which demanded comprehension of the instructions, and plenty 
of scope for the child to attempt to communicate his/her own ideas. 
Martin Rogers asked about a dozen independent boarding schools to 4 
take part in a project involving children in writing an essay entitled 
''What I Believe". He mentioned that the circumstance~ under which the 
essav was written did, to a large extent, influence what was written, 
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but his conclusions sho~ed that most children were highly influenced 
by science-fiction books and that ideas about God were based upon 
vagaries such as. "Gc.d seems to be the most agreeable reason for the 
world 1 s existence" and the actual nature of God caused such complexities 
as "How can you baliP-ve in someone you cannot see?" God w:t.s described 
as covering the whole world, and other children -Nere unable to under-
stand how God could hear so many prayers at one time. 
I set this essay for a class of ten year old children, but none 
of the twenty-six who wrote it mentioned anything about religion at all. 
Mostly children showed concern over farr:ily matters, neighbourhood 
concerns and proble~s which had arisen between themselves and their 
peers which they wished could be resolved. No mention of God was 
made at all, and for this there are at least two possible reasons. 
Either the absence of religious ideas being mentioned signifies the 
increasing secularisation of society, or the essay title was not explicit 
enough for these particular children and in co~sequence they were unsure 
of what it was they were expected to do. 
, 
Research carried out in Germany required, in addition to writing 5 
questions to God, that pictures of God should be drawn by the children 
and these were analysed along wi t.h the writing and conclusions dravm 
as to the conceptual development underlying the work and thought. To 
ask children to write letters to God, however, is to suggest to them 
anthropomorphic ideas of "Him", since letters are always addressed, in 
the normal course of events, to other people. I decided to base my 
research U})On writing alone, which would take the form of straight 
descriptions of the children's ideas of God. I made this decision 
because, apart from speech, the written word is the most wiaely used form 
of corr@unication. I bore in mind the problems inherent within the task 
given: that it is very difficult to describe God without resorting to the 
use of metaphorical language. Was I, then, setting an impossible task 
for the children? I decided this was not so since, whilst a child may 
be lacking knowledge of symbolism in language, most children are able 
to appreciate that one thing may be enlikened to another without actually 
stating that the object is, in fact, the other: I believed, that is, that 
it was quite within the capacity of young children to say God was like 
a good father, or like a ve~J powerful wind, which could be felt 
although not seen. 
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To ask a child to draw God is a pointless task, since symbolism 
in art is something quite remote from a child's understanding. 
Children would, if asked to do so, (and I suspect the same could be 
true for many adults) be unlikely to draw anything for God which 
w~s not anthropomorphic in character and therefore to request such 
drawings would be to reinforce crude, naive ideas of this type, and 
r::a;.rbe even, to introduce them. Since most c!>..ildren will make an 
attempt to do as they are requested they would draw something but I 
felt it would be unfair to jud8'e their conceptual cieveloc:·ment on this 
evidence. 
I decided, therefore, that my research would involve the children 
writing what they understood when the word "God" was mentioned. This 
task was carried out. Upon studying the writing which resulted, I 
perceived that the ideas of the children fitted into a number of 
clearly distinctive categories which, nonetheless, had in common over-
whelming anthropomorphic understanding; the age of the child did not 
seem to make any difference to the concepts which had developed with 
one important except1on: that is when tendencies towards atheism or 
agnosticism were expressed. Below I give my analysis of samples of 
the cr~ldren's writing, together with their ovm reasons for the views 
expressed. 
There were very few children (four per cent of the total of two 
hundred) whose views were represented who did not reveal crude anthro-
pomorphic ideas of r.od \mich were, practically without exception, linked 
closely to a heaven which was commonly described as a '':;:lace among the 
clouds, in the sky". Typical cormnents were these:-
Reaven is in the sky and God 1i ves there (six year old) 
God is very kind. He is up in the sky. He can see 
everybody at once • (eight year old). 
Occasionally space travel was linked to God and heaven:-
God and heaven are in space, way up above the clouds, where 
planets, stars, rockets and satellites shoot and little 
lights flash o (nine year old). 
)God and Jesus are in heaven. Sometimes I think they would 
have a halo floating above their heads. I think there are 
golden gates to get inside o (eleven year old). 
Halos, in one view, seemed to be a type of uniform which was 
distributed to new arrivals in heaven:-
'People say when you die it is good because you go to God 
in heaven and you get a halo • (eleven year old). 
Frequently statements such as the following were made, which envisaged 
God as being a very old man:-
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'I think God is a bie person with a long white beard, 
looking down from the sky. He has a big white house 
there·-. (eleven year old). 
:God is the oldest person in the world. I think God 
fs like Santa Claus because they both have long white 
beards··. (nine year old). 
These ioeas of the children reflect the language of both the 
Old anc :t-Tew Testaments, particularly the idea of God being "father": 
hence the idea of an ancient grandfather figure. I asked a group 
of ten year old children why they thou~ht children often believed 
God to be an old man and I was told because of the I.ord's Prayer, 
especially the opening line "Our Father, which art in heaven". One 
boy said he pictured God as the father of all the poeple who had 
ever lived and that he must, therefore, be very old: hence the beard 
which, for young children is taken to be a sign of old age. 
Upon being asked why they tho·nght of he.aven as being in the sky, 
up among the clouds, there was general agreement that this was because 
of hymns which were sung, and one girl mention~d a few in :::'articular, 
such as "Away in a Manger", which includes the li:he "Iook down from the 
, 
sky'', and "Glad that I live am I", since it mentions "And see that we 
grow, Nearer the sky". One boy also mentioned ''l.rorning has Broken" in 
this connection, sine e it includes the line "Sweet the rain 1 s new fall, 
Sunlit from Heaven"! since the rain falls down, and comes from heaven, 
heaven must be up~ This last remark demonstrates the ability of young 
children to be devastatingly logical! 
_A_ group of E"leven year old children told me they could clearly 
remember a set of hooks from their nursery class which showed a ricture 
of God sitting <•mong the clouds, and wearing a long white robe', and 
the picture had never left their minds although five years had passed 
which was nearly half of their age: the picture had evidently made a 
lastingly deep impression upon their minds. 
It would seem that the words of hymns and prayers, and the illus-
trations of young children's books, as well as Christian traditions in 
art generally, have a profound and lasting effect upon their conceptual 
development, and in fact, in view of the evidence, it would seem that 
very little else is experienced of a religious nature that can help 
restore, or suggest, a balance to the anthropomorphisms which result. 
In this connection, the following corr@ent about the nature of God 
shows an obtiEDus connection with the frequently used hymn "He's Got 
the Whole World in his Hands":-
·r think God holds the whole world in. his whole hands·. 
(nine year old). 
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During an assembly which took place when I was conducting these 
enquiries with the children, the children were told the story of Jonah 
being swallow·ed by the whale, and on our return to the classroom, a 
boy told me that he had been thinking of God as a person during the 
story "because he had a voice". He also told me that he had been 
thinldng of heaven, and felt that "I used to think heaven was in the 
clouds because I could not see it, or get near to it from earth". The 
fact that the child volunteered this information, whilst being helpful 
to me, does demonstrate that young children are quite capable of 
thinking about their own ideas if encouraged to do so. 
The story of the Creation is ·another example of the power of the 
Old Test~ent language in the concept-forming process of young children. 
A boy of ten years of age told me he always thought of God as a person 
because he said "Let there be light". 
The remarks concerning halos prompted me to ask why the children 
thought of people in heaven always wearing halos, and I was informed 
this was because "Jesus and the angels always i1ear them in pictures of 
the Bible stories". , 
Sometimes God was envisaged in terms of heroes and saints about 
whom the children h~d heard stories:-
·God lives in heaven, in the sky, a.'"ld I t}o.ink ~e looks 
like St. George, wearing shining armour·. (eleven year old). 
I asked a group of children who did not take p?.rt in the investi-
gation why they thought children often thought of heaven as being up in 
the clouds, and one child told me her grandmother h~d once told her that 
God ·Nas in the clouds, and when it snowed, he was throwing pieces of 
cloud downfu earth. Others in the group were familiar with this idea, 
and some had been told this, and similar stories, by older children 
as well as by adu1 ts. 
Rot only was heaven, in the minds of the children, positioned in 
the sky as a place for God, but it was seen as a place for the dead, 
providing they had been "good" whilst living upon earth and it is signif-
icant that the abode of the devil was understood to be the place where 
"bad" people lived after death by way of a punishment:-
Heaven is a place where people meet God when they die and 
go up, but if they are naughty, they won't and they go 
down. (ten year old). 
When you die you go up to heaven but if you are wicked you 
go down to the devil· • (ten year old). 
Occasionally the fairness off' this arrangement was questioned:-
If you are naughty you won't go to heaven; you will 
have to stay dead but I don 1 t think its feir but its 
their fault • ( seven year old). 
This distinction between heaven, the place of reward, where all was 
beantiful 1 "anwng the o1ouds. with angels, pearl gates end ha.rp.s", is 
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a strong contrast with the gloomy depths of where you reach when you 
go down:-
'My grandn)a told me if you do a bad crime you go down into 
the earth when you die and suffer for ever with fire and 
the devil, and Hs very hot'·. (ten year old). 
This description is a popular rendering of the parable of "Dives 
and Lazarus" (Luke 16, vv 19/29), from which the doctrines of judge-
ment and purgatory derive. A child wrote:-
'When you get to heaven the gates are opened by St. Peter. 
If you have been very bad he tells God and God sends you 
down, down into the earth to the devil but if you are good 
he lets you stay in. That is what my mam told me·. 
(ten year old). 
This popular idea of heaven as described by the children reflects 
many of the images described in the Book of Revelation: angels, trum-
pets, clouds: all are featured. One is led to believe that these ideas 
of heaven and hell probably embody elements of popular piety which 
have been handed down from one generation to another, perhaps for 
centuries; an investigation into this could be an important area for 
, 
research into popular religious belief, but its relevance to this 
particular research lies in how it affects the children's thought and 
concepts, rather than its origins. 
The following statement probably gives away what is the truth for 
many who base their belief upon anthropomorphisms:-
;I am frightened not to believe in God because if there is 
no such thing I won't see my grandma again. She died last 
year. (ten year old). 
Cn occasions it is apparent that the children see their images of 
God and heaven together with ideas created by fairy te~es:­
Is heaven real? Is it a pla,ce of rest? I'm not sure. 
I'm not sure either that there are angels, fairies or 
goblins··. (eleven year old). 
Acceptance that life here on earth is "the only thing" seems to have 
been reached on the basis of crude concepts of God by this eleven year 
old:-
"There is nowhere in the clouds such as heaven. If you get 
burned when you die you are just cinder. If you get buried 
you just rot away and only your bones are left'. (eleven 
year old). 
Dr. Brenda G. Watson quotes the following, which appeared in an 
editorial:-
·It is from de-theoloeised adults that young children pick up 
such _cliches .•• that God is male, is old, looks after us, 
makes flowers grew, and- that we go to Jesus when we die ••. 
what we find in this repertoire of childlike religiosity is 
little intJ?insic to childhood, but a great ieal which indicates 
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the puerilization of adult religious life 1 • 6. 
There seems to be much evidence that influences from both parents 
and grandparents ·play their part in the formation of simplistic, naive 
concepts of God, but their part is not by any means the whole picture. 
There emerges further evidence that these images are reinforced, if 
not actually introduced, both by the hymns and prayers which are 
introduced to the children in school and perhaps elsewhere, and also 
by the w~ in which Biblical material is handled fioth in assemblies 
and the classroom. The children demonstrated no skill or knowledge 
of how to handle symbolic BTi ting and ideas, presenting only literal 
interpretations of figur<1.ti ve writing. 'Ehere was no evidence that 
they h2.d been introduced to any other analogy of God than father, and 
this was, probably, the main reason for the concept of God as an old 
man in the skies a~·.pearing. 
Writing in 1961, Harold Loukes expressed the opinion that "here is 
a vision of Gcd as we should exnect it to be expressed by a child under 
the infh~ence of Old Testament language and Christian art". 7 
, 
However, for the child living in an age where he has seen pictures 
of men walking on the moon, and who has experienced the miracles of 
the micro-chip, are such concepts of God and heaven adequate? 
Dr. Brenda G. Watson does not think they are; she writes: 
·I recently heard a group of nine yea:r olds talk vli th some 
sophistication about rockets and computers and yet they 
were quite content to draw crude pictures of God as an 
old man up in the skies. No wonder such absurd notions 
promote the belief that religion has been replaced by 
science. How can we expect children or adults to think 
straight about religion on the basis of such ignorance? 
Harold Loukes was optimistic that early, crude ideas of God would fall 
away when c~ildren reached adolescence, with the follo~~ng results:-
rwe should hope the adolesscent would find it inadequCi£lte; 
that the believers would realize that there is more to be 
said; that the unbelievers would realize that there is some-
8 
thing other than this that+hey have chosen to reject·. 9 
How far have these hopes been realized? The following examples are, 
perhaps, representative of how theihoughts of the children are turning 
by the time they are ready to leave the primary school for the 
comprehensive:-
'When you die you are supposed to go to God in heaven in 
the clouds after you are buried and ~rour spirit goes to 
heaven, but I don't believe it • (eleven year old). 
Reasoning is based entirely upon anthropomorphic concepts, and the 
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following examples of writing point to the same conclusion:-
When you. die, how do people know you go to heaven? 
Has anybody died and come back and told us? I think 
that when you die you just rot away·. (eleven year old). 
Scorn at religious belief can sometimes be detected:-
'! don't think heaven is true. I don 1 t think people go 
there when they die. Someone should go to heaven and 
come back so everyone could believe it, but no-one ever 
does, do they?'. (eleven year old). 
'I don't believe in Gon because if he was real he would 
make things happen and make people like me who don't 
believe in him do so'. (eleven year old). 
Proof, of a material kind, is demanded by the children if they 2-re to 
believe in the existence of God:-
'! don't believe in God. People say he speaks, but I've 
never heard him:. (eleven year old). 
The foregoing discussion and a..nalysis raises certain f1mdarnental 
issues which are central to how religious education requires to be 
hand} ed i:n schools. , 
The children's concepts were based upon crude·, naive, understandings 
of what religion was about, and yet recent rese::1.rch sho'.".'S that very 
:-oune: children are capable cf tbinkinc in abstract form H<'.d are ahle 
to distinguish between literal 3nd non-literal statements. 
I felt it was now necess2..ry to exazrrine in detail exactly what 
experiences were actually instruEental in developing the children's 
thought, and in addition it was necessary to discover and to distinguish 
between different types of experiences of the children, and to assess 
how they could be used as a basis from which to develop deeper thought 
concerning the nature of God and the manner in which religious people 
communicate their interpretations of life. 
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Chapter Four. 
The Varieties of Experience. 
In order to understand the educational problems underlying the 
concepts· of the children it is necessary to consider not just the 
concepts themselves, or even the experiences tmderlying their develop-
ment: it is also neceSSB.r'J to examine, and distinguish between, the 
types of experiences which they happen to be. In this connection I 
should distinguish between one type of experience which I shall call 
"external", and the other which I shall call "internal", and evaluate 
them both for the purposes of religious education. 
I should point to an "external" experience as one which is based 
upon information which has been passed on to the c:b.ild by someone 
else. The experience is then assimilated and interpreted by him/her 
in order ~o make sense of the subject which is being dealt with • 
. ,
Thus a concept is formed, but only upon understanding of a secondhand 
experience, rather than upon something which has been experienced 
first-hand. In the case of God, then, the child sees in his/her mind 
a physical figure wltich is male and old, perhaps like a grandfather 
figure because the analogy to which he/she has been introduced, perhaps 
by saying the Lord's Prayer, is "father". This idea will be under-
stood literally unless the child's thoughts are developed towards con-
sidering that what the analogy is really trying to convey is that God 
is like a good father, and through a teac~~ng programme designed specif-
ically to deal with this, is helped to explore ways in which God can be 
enlikened to a father, based upon their experiences. Other analog-ies 
may then be introduced to balance "father", in order to build up more 
adeq:.<ate concepts by which to begin to understand what is meant by "God". 
The practice of "drawing from" the child his/her o\m experiences 
is what I mean hy using "internal experiences". The experier:ces are 
part of the child's interaction with the environment md part ·of his/her 
own psyche, rather than ice as im})Osed upon t.he mind which are the 
interpretations of the experiences of others, but remote from his/her 
own. If it is upon personal experience the.t work is based, a child 
is ~ore likely to enjoy success. 
It was for this reason that the child.ren were able to complete the 
task of hiding dolls behind wa:U.ls successfully (see paee 4) in the 
reseCJ.rch of Kartin Hughes: they were accustomed to playing "hiding" 
games themselves, and because the task made "human sense" to them, they 
were e..ble to understand what they were to do. What wa.s important 
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to the child's performance was not his/her age, but rather the 
experience encou~tered, and the use which was made of it. The skill 
of le~ing to reflect upon experience in order to 2ttempt to make 
sense of wh~t has taken place internally (tr~t is, to interpret), is 
a crucial ele~ent of.religious education. 
However, whilst the use of experiences and reflections of the 
children is vi tal for valuable learning to take r•lace, experiences 
must be developed if there is to he development in thought, Rnd there-
fore t.he understanding of the child:-
·'The te8.cher is also responsible for providing experience 
so th8.t necessary learning can grow from it·,, 
writes Joan Dean. In the words of Mary Warnock, children need to 
learn how to 
JJStrain after things which lie beyond the boundaries of 
experience ' 
but the staxting point for effective learning ~ust be with the exper-
iences of the children themselves. 
, 
Barbara Watson, when writing about the importance of ime.gination 
to human intellectual development, mentioned how 
.:A person's imagination may very easily be starved and 
crippled with sad consequences for the individual • 
Einstein wrote:-
,;Irnagination is more important than knowledge· 
and this is an impressive comment, coming as it does from one of the 
greatest scientists of all time. 
Why is imagination so important to religious education? Barbara 
Watson writes:-
"The listener may reflect within himself/herself upon that 
which transcends the natural world, and awakens awareness 
of beauty, Truth, Goodness and that which is holy • 
1Nhe~ analysing the comments of the children, it was obvious that, 
in an effort to answer queries coming from them, adults tend to offer 
"answers on a plate", rather than helping them to think further about 
their own questions. This point is exemplified in a piece of writing 
~nine year old child recently gave me:-
1'1tVhen I was little, my rabbit died and I said to my mam 
•where will the rabbit go' and she said 'Up in the sky 
to God' • 
I asked the child what happened next. She had asked how it would get 
there, and had been told to go into the garden to play. The conver-
sation then stopped, and in all probability the child's thought would 
1 
2 
3 
4 
5 
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not progress much further; the opportunity had been lost for helping 
her forward in her thinking imaginatively. 
When discus~ing the function of religious education, Brenda Lealman 
described it as follows:-
Mystery is at the heart of religion. Or rather, religion 
is our response to, our articulation and interpretation of 
mystery. The underlying purpose of religious education is 
to provoke awareness of this mystery and to make it possible 
for young children to be educated in religion, to learn within 6 
religious transcendence; to perceive ordinary life in a new 
way, to see the strange within the familiar • 
In order to help children deepen their thought about religion, it 
is necessary to understand oneseif the type of thought with which the 
mind of the child is preoccupied, and to understand further how these 
thoughts are assimilated within the conscious and unconscious psyche. 
Exploration of the human psyche comprised much of the writing of 
Dr. Carl Justav Jung (1875-1961), working as a clinical psychiatrist 
in Switzerland. The writings of Jung are important to this study in 
so far as they draw attention to the possible connections between 
personality developtent and the inherited tendencies which seem to have 
significant influence upon it. Wit~~n recent years it has been written:-
For whatever reasons, the fact is that we are now witnessing 
the rapid growth of a new generation whose interest in non-
normal states of consciousness is leading to a re-discovery of 
Jung, to a restoration of his theoretical fortunes, and to a 
sympathy with his concept of the collective unconscious·. 7 
In order to understand the thought processes of young children, 
I have examined to what extent their ideas and thoughts may be related 
to Jung's psychology and illuminated by it. A study of Jung points 
towards two important types of experience, which apparently influence 
human emotional and personality development. These two areas are 
experiences of the collective unconscious and the personal conscious 
and unconscious. Concerning these theories of Jung, and similar 
theories which have been based upon them, the following directs attention 
to their importance in any attempts to penetrate human thought patterns, 
and suggests the theories merit further study and refinement:-
·••• the more general impression conveyed (to me at least) 
is that the evidence available is suggestive, and that it 
certainly encourages the further examination and refinement 
of hypotheses which link generalized human qualities with 
evolution and heredity • 8 
In this and the succeeding chapter, I shall be examining Jung' s 
theory of the personal unconscious, and my examination of the idea of 
the collective experience com:prises the final chapters of tr.is thesis. 
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Jung, writing in 1951, defined one area of h1~an consciousness 
as the "shadow". As a practising })Sychiatrist he was able to come to 
his conclusions after a life-time's observations of patients suffering 
mental health disorders. He maintained that every h~an being possesses 
a "shadow" to some extent or another, and that analysis and understanding 
of it is an important feature of progressing towards a state of 
maturity. Failure to recognise the workings of the shadow in the 
psyche is a failure to understand one's self, and this in turn is a 
failure to progress towards Stage Five in the search for faith (see 
figure one) • 
The personal shadow, Jung wrote, consists of elements of the 
personal exreriences which have been collected during the person's 
lifetime and which are distintive from the collective unconscious. The 
personal shadow's development may be illustrated as follows. 
Recently a child told me that: 
·Everyone calls me a cissy, because I like music. I 
just ignore them1 • 
The child had been exnosed to ridicule because he is demonstrating an , -
interest which is not, geT"erally speaking, cof!1.mon among other boys. At 
hi~ own admission, perhaps as the result of adult advice, he is 
ignoring the ridicule, but in reality it will be relegated to the uncon-
scious with at least two possible effects. The child could begin to 
seek for "cissies" among other children in order to ridicule them, thereby 
projecting his shadow towards others, or with the support of both 
teachers and parents, as well as other adults, helped to understand 
the idea of a "cissy" being equated with enjoyment of music is quite 
groundless. The experience may then be understood more thoroughly: 
those who differ in aptitude and interest from the majority are likely 
to be held in suspicion and ridiculed by at least a few. 
Commenting upon the writing of Jung, Jolande Jacobi wrote:~ 
'The development of the shadow runs parallel to that of 
the ego; qualities which the ego does not need, or cannot 
make use O'f, are set aside or repressed, and: thus they 
play n ttle or no part in the conscious life of the indi v-
idual •. Accordingly, a child has no real shadow· • 9 
It is, however, possible to perceive the beginnings of "personal 
shadow" formation in the minds of young children, and I believe it to 
be equally possible to help children use their experience as a means 
of self-discovery: that is, to help them begi~ to understand something 
of how their thinking is developing. 
Jacobi was probably correct in thinking that a child "has no real 
shadow as such", but the question remains "If not, what does the child 
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have which causes: certain anxieties and perplexities, which manifest 
themselves in certain behavioural patterns?" Jacob.f' s statement 
ought not to be taken to imply also that there are no signs whatso-
ever of a shadow growing within the child 1 s psyche. The work of 
Maxgaret Donaldson .shows how a child's understanding of the world is 
based upon experience, of "making human sense" of experiences, and 
developing concepts as a result. She also mentions Jung as writing:-
'School is, in fact, a means of strenthening in a purpose-
ful w~ the integration of consciousness. This develop-
ment of consciousness, and an understanding of its inte-
gration, was what they (the children) need more than 
anything elseL. 
She enlikens these views to those of Vygotsky, who regarded "conscious-
10 
ness and deliberate mastery" as "the principal contributions of the 11 
school years". 
I now wished to discover how the children were thinking about 
their experiences;, and to encourage them to confide them within me, 
for two reasons. · Firstly, I wished to encourage the children to 
speak about their a&xieties in an effort to help them think further 
about them and to ultimately see them in a much broader context than 
their personal circumstances could afford; secondly, I wished to 
examine their confidences in order to assess whether there was anything 
within them which could afford a base from which to approach a study of 
symbolism which could, in turn, be related to some study of a religious 
nature, involving the type of Biblical material used by Dr. Goldman 
in his researches, in order to make my own assessment of how far child-
ren are able to engage in work associated with Biblical material. 
By far the most common area of concern was that which related to 
the child 1 s relationship with his/her parents, and also over the 
parental relationship itself: 
I sometimes wonder what would happen to me if my mam and 
dad were killed. I would probably fly over to Belfast and 
live with Aunt Polly. I would go to school where I went 
to before 1 • 
The security of the child is threatened if, for any reason, a break 
between him/herself and the parents seems likely, and the break itself 
seems to be purely imaginative. · Absence from a parent, or parents, 
causes.' anxiety for the child who seems to anticipate disaster, and 
his/her security seems to be thereby threatened. A boy described his 
thoughts when he went to a Cub Camp recently:-
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1I was worried when I went away to the Cub Camp. I 
had left my mam and I felt worried in case something 
happened to her when I was away, but when I came home 
she was alright • 
This was similar to another boy's thoughts, who wrote:-
·1I worry when I go away from home, even to school, 
in case something is going to happen to my mam and 
dad·;. 
However, it is not the length of time the absence lasts which is 
important. Even a short absence from a parent which has not been 
anticipated earlier seems to provoke the possibility of disaster 
having occurred tn the child's mind:-
'I got worried once when my mam had gone to the butcher's. 
My dad was at the club to check his cards, and she did 
not come back for an hour. She had been delayed because 
of one of her friends. I worry about my family all the 
time· 1 • 
Another child describes a similar experience:-
:I worry when my mam is late from work and the front 
and back doors are locked. I think that something 
has happene~ to her. Sometimes she is ten minutes 
late and·my brother and I get very, very worried•. 
This child described his thoughts when his mother was out at work:-
•she goes out to work and she does not come back home. 
She sometimes stays at work all night and I think some-
thing is going to happen to her, like somebody is going 
to murder her, or take my mother away from me··. 
Sometimes anxiety is expressed about the father too:-
·I worry about my dad coming in late from work. I 
wonder where he is, and what has happened to him~,. 
''When my dad went away for a week to see someone about 
work, 1 couldn't get to sleep. I was worried in case 
·he got hurt''. 
One child, however, made the following observation:-
''! worry about my mam and dad for no reason at all' • 
This child is beginning to see that fears about the safety of the family 
are unjustified, but why are such fears so commo~ in the minds of young 
children? It could well be that the fears of parents concerning 
the safety of their children become the fears of the children them-
eel ves concerning the safety of their parents; that is, the "shadow" 
becomes projected, or reflected, upon the parents, who become a source 
of concern to their offspring without the fears of the chl1dren them-
selves being justified at all. This question,, however, is only relevant 
to this particular study in so far as consideration of the stresses' 
and anxieties it reveals can be used as the basis for religious education. 
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As the last child quoted.is beginning to understand, the stress 
which these children create for themselves is without foundation, 
and produces unpleasant effects and feelings. These are important 
emotional experiences which seem to be intrinsic to childhood and 
which are examples of evil. Sometimes, however, this 'evil' is· 
not merely a product of the child 1 s imagination. Upsets· between 
parents seem to cause miserJ for children, but they are unlikely, in 
normal circumstances, to admit to their stress and anxiety. 
In numberless instances the children referred to occasions when 
they witnessed arguments and fights between their parents,.which 
they 1understood to be threats to the stability of their home lives:-
·1I am troubled when my mam and dad have an argument. They 
send me to my bedroom and I cover my head with the sheet. 
I can hear them shouting at each other. I am troubled 
because they might break up and I would have to make up 
my mind who to go with. I love them both very much'?. 
A child describes here how she was, in fant, faced with this 
decision, and after,writing about it she approached me in order to 
affirm that what she had written was the truth:-
'What worried me was one day after Christmas my mam and 
dad had a fight. My roam went up stairs to pack her 
bags. She asked who wanted to go with her. Emma went 
and I stayed, but roam did not go. She just stayed in the 
passage. Mam and Emma stayed in the passage because they 
had nowhere to go. I have been scared ever since that they 
might leave each other • 
Although the cause of the anxiety in these latter cases is quarrelling, 
in contrast to the fear of death as illustrated in the first examples, 
.the result upon the .mind of the child is similar: a shadow is gradually 
forming which will become repressed into the unconscious, and later 
may become projected upon others, perhaps much later on in life. I 
have mentioned the possibility that the fears of the children may be 
parental fears which have become projected, and if this is so, a c~rcle 
is created of stress and anxiety·from which it becomes increasingly 
difficult to break • 
.Tung wrote:-
·~veryone carries a shadow, and the less it is embodied in 
the individual's conscious life, the blacker and denser it 
becomes ••• If it is repressed and isolated from consciousness 12. 
it never gets corrected and is liable to burst forth suddenly 
in a moment of unawareness. At all events it forms an 
unconscious snag, blocking the most well-meant attempts.· 
Why do children usually attempt to conceal their anxieties from 
the outside world, even though their fears are shared by so many 
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others? I suspect that c~ildren often feel ashamed of their anxieties, 
and too embarrassed.to discuss with their parents any questions 
relating to anything which they see as threats to their home life. 
Recently, a child complained to me that her friends had been t~ting 
her because she had no father. Fear of ridicule is also illustrated 
in the following which was confided within me. 
·When my dad was late from work I thought he had been in 
an accident. I don ''t like telling people these things 
because they might laugh. I want to tell people when I 
worry but I know they might tell everybody';. 
Another child perceived the common nature of the problem:-
.. I think everyone getw worried but doesn 1 t like to say". 
Because they "do not like to say" the problem is usually not shared, 
and therefore not solved, and consequently becomes driven into the 
unconscious to form a "Jungian" shadow. 
Other experiences of young children which could form the basis 
for shadow formation later in life have alread~ been referred to, and 
among them could be,added bewilderment and sorrow in the face of 
death, both of humans and animals, and also their own deaths, or their 
anticipation of this:-
'•What happens when you die? Is there life after death, 
and if there is, what is it like?' 
They are also aware of the problem of human suffering in the world:-
~What causes war? Is it arguments? Why do people have to 
get killed? You would think war was a thing of the past. 
Some people think that getting into gangs is like war. I 
wonder if there will be a World War III? 1 
Insincerity was referred to:-
Why do grown-ups say do not tell lies when they tell 
them themselves?' 
The following statement, like the others from a ten year old child, 
goes some way towards suggesting a more exciting dimension of life is 
yearned' for than that of the everyday:-
'Sometimes I wonder why magical things can 1 t happen, 
.instead of doing the same thing every day • 
W.ost of the comments of the children refer to unpleasant experiences, 
and I wished to teach them how to appreciate the symbols of light and 
darkness which frequently are used in religious communications of one 
sort and another. These symbols were discussed with the children, 
and one child suggested "darkness" as an appropriate symbol for the 
floods in Bangladesh which had recently featured on television. Another 
child suggested ''Darkness" as a symbol for famine too, which had at 
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that time also appeared on television, and the children had recently 
been involved in a fund-raising effort for refugees in Sudan. The 
discussion led to the children writing symbolically· about their ideas 
of good and evil, and some examples of their work is given below. I 
have made mention of the factors which influenced individual children 
in responding as·.:they did. 
This child showed she was able to equate human suffering with the 
idea of darkness. She wrote:-
:some people live in darkness because of where they live. 
Windows are always getting broken and people use bad 
language. Old people live in darkness because nobody 
visits them. I think darkness is the same as evil, because 
when it is dark you cannot see clearly':. 
This particular child lived in a violent neighbourhood which suffered 
constantly from vandalism and burglary. She told me that her neighbour's 
windows had been broken during the night before she wrote the above. 
The child had, in fact, made moral judgements concerning the 
facts which she had observed herself and she.was able to write symboli-
, 
cally about them. 
A number of children adrni tted to being afraid of the darkness, 
when their imaginations began to make them think of dangers. This 
led these children to see darkness in terms of evil, and light as being 
a symbol of good. Television seems to have a powerful effect upon 
their· imaginations and two children admitted to watching horror-
movies before going to bed:-
.I think darlmess is evil because it is like when you are 
asleep and you think someone is in your room just when you 
wake. Y'ou tum the light on and it has gone·:. 
:Darkness ma~es me feel afraid, like when you go.into 
a dark place without the light on, and you are scared·. 
:Darkness is like not understanding. Understanding is like 
light, when you are not afraid. Light could stand for peace 
and darkness could stand for war and fighting. Light could 
mean hope and darkness giving up • 
The latter child demonstrated her ability to see such facts as lack 
of understanding as being like darkness, and related war, fighting and 
"giving up" as negatives, which had in common the metaphor of darkness. 
In some instances the children demonstrated their ability to 
understand death and suffering in te~s of darkness:-
1'Darkness is like when a cat is killed or when pepple are 
horrible to each other. Darkness is when someone dies in 
your family and everyone is sad' • 
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Ability was also shown to understand light as representing 
something positive, which was described in terms of their own 
experiences:-
Light is· after the night and it is having friends and 
being happy'·. 
This comment came from the boy who had been accused of being a 
"Cissy" because of his love of music some weeks earlier. By this 
time he had made friends vdth other children, and could describe 
his experience in terms·· of light. 
'Light is like when you get your work right and you 
know what to put.·: 
From-early school days this girl had worried about her perfor-
mance at school, especially about spelling tests: she is using her 
experience to demonstrate her understanding of symbols. 
1Light is like winning a football match, or it is like it 
being your birthday or Christmas • 
Quite simply, the last piece of writing recognises pleasant 
occurrences as being like light. All of the children made use of 
their own experienc~s for their writing, with success. 
At this stage, I showed the children a print of the painting by 
Holman Hunt, "The Light of the World". The figure was immediately 
recognised as being Jesus, "because of the crown of thorns and the 
long clothes". I told the children the title of the painting, and 
asked them to write why they thought the painting was called that. 
The children showed great interest in the door w.ithout a handle and 
the weeds, and were very curious as;1t> what it was about. The following 
are exanples of their comments:-
·'Darkness is ·like evil, and the devil, and Go<i is like light. 
Light is like all good things· • 
1Light stands for God in the picture. Light is a sign of 
good. If there was no light there would be complete dark-
ness·· 
'Light is like Jesus and God, and light is happiness, joy, 
gladness and excitement··. 
Confusion is evident as to who is God and who is Jesus, but the 
children were able to associate both with light. We then studied the 
first few.verses from St. John''s Gospel, and the children were able 
to see that 'light' was being used as a symbol for both God and Jesus. 
During discussion, one boy enlikened God to a lighthouse (there is 
a Hghthouse near to school) becc:tuse, he said, 
-'Lighthouses can save people's lives when they are at sea. 
A lighthouse guides them to shore • 
The above indicates that the children were ready to be led forward 
in their thinking about God, which had moved forward from the crude 
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anthropomorphic concepts which had been revealed earlier. 
The understanding demonstrated by the CP~ldren of their ability 
to perceive of God in te~s of light opened up the opportunity of 
introducing them to further religious writings which made use. of these 
and sim~lar analogies, writings indeed of abstract, theological content. 
The children were ready to be introduced to them not because they had 
reached a certain biological age which allowed the necessary intell-
ectual capacity, but because they had been taught to understand the 
use of symbols by the use of their·own experiences and thought concerning 
them. I now wished to reinforce and develop their understanding of 
the use of symbolic writing so that deeper, ·more serious thought about 
religion could be encouraged later. 
, 
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Chanter Five. .-
The Application of Symbols Derived from Personal Experience 
to Biblical Material. 
Because the children had been taught, by the use of their own 
experiences of life and their thoughts concerning them, to understand 
good and evil in terms of darkness and light, I now wished to discover 
whether they were able to transfer their skills to Biblical material. 
Accordingly, we discussed the story of Christ's Temptations when most 
of the children made statements to the effect that "the devil" was a 
sign of darkness, that is evil, whilst Jesus' denial of the devil 
J 
was a sign of "good". Wondering how the children would display their 
skills pictorially, I suggeated to a group that they might like to 
draw a picture of the story, and that they could discuss in their 
group how this could be done. I was approached by a few of the child~ 
ren :,:wh<> said they could not do the picture, because 
"You cannotdraw the devil". 
. 
When I asked them why they found this impossible, after some thought 
a cMld pointed out ~hat it was because "evil" is a power, and the 
devil was just a power, and you cannot draw power. 
I asked if they could think of any ways of showing this "power" 
which was "attacking Jesus", and the following illustrations resulted:-
Figure 2. A group of children decided to use a 'key' of 
colour cmding. (This had recently been taught 
in mapping during a geography lesson). As shown, 
the colour coding covered such items as a red 
cloud for the devil, white clouds for God, and so on. 
Figure 3. The use of a_ "thought-bubble" indicated the 'power' 
of. evil which was circulating in the mind of Jesus 
a device knovm to the children from their reading 
of comics. 
Figure 4. .Here the children decided to use a combination of 
the two ideaffi and coloured the 1 thoughts'' o:f Jesus 
as indicative of either 'good', i.e. the power of 
God, or 1 evi 11 , i.e. the power of the devil. 
Additional colour coding indicated the activity of 
the mind (thinking). 
This activity is important to the development of the children's. 
understanding of religious ideas and their communication in the following 
ways. Firstly, the activity was a development of their own experience 
of good and evil; secondly, both d. ass and group discussion we,r~ necessary 
to solve the problem; the result was a co-operative effort which 
demanded thought on the part of the children; thirdly, the problem of 
how to communicate a difficult idea was posed which the children were 
able to recognise and go some way towards solving. 
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Figure 2. 
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Figure 3: Th-e Tempt at ions of Christ. 
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This particular lesson concluded with a class discussion about 
how we are all faced with decisions from time to time, and how 
difficult it can.be to describe the thoughts which enter into our 
heads. The children had been faced with the problem of how to 
communicate abstract ideas and had been able to use their skills, 
' 
and understanding of good and ev.ii.l, to pr eserit solutions to the 
problem. 
The children also demonstrated their ability to transfer their 
understanding to material other than that which related to their direct 
experience: they were able to perceive of Jesus's dilemmafrom his 
point of view by drawing upon their skills and knowledge of symbolism: 
in fact they were able to decentre, as were the children who featured 
in the experiment of Martin Hughes (see page 5), end this because 
they were able to' understand the task, based as it was upon both their 
own experience and skills. 
As a development of what the children haa:,l,earnt about the use of 
·,,_. 
pictorial represent~tions and the problems associated with them, I 
introduced them to the story of the "East Supper". We read the Biblical 
text and studied various pictures of the event, both those in the 
children's text books and also in famous paintings, such as Leonardo 
da Vinci's 'The Last Supper'. I told the children of the problem faced 
by artists of this subject, who are unable to use words to show who is 
Jesus, and who is Judas. 
During the discussion a child mentioned the fact that Jesus was 
nearly always given a halo in pictures she had seen, and the children 
who had also noticed· this asked what the halo was for: did Jesus 
really have one? I asked what the halo looked like, and the child 
said 'a circle of light'. 
The literal interpretation given by children to halos has been 
mentioned earlier (see page 15) and upon questioning the children as·:.to 
where they had seen halos on previous occasions, I was told ton 
Christmas cardS'. Angels have them, and so do Mary and Jesus'. 
Referring again to the fact that the halo seemed to be a circle of 
light, and that it was usually shown around Mary, Jesus, and angels, I 
asked the children if they could think of anything which the halo might 
stand for. A large number of children stated t~t as it was light, it 
must stand for go.od people. We were able to conclude that the use of 
halos was the artist's way of helping us understand which people.in 
a picture were 'good'. 
Figure 5 . There is black and red for Judas. Jesus has a yellow light 
around his head. Red and black st.and for evil, and the light 
around Jesus s~tands for good, or God's power. 
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Figure 6 .• In mlf drawimg I showed Jesus with a halo. I showed Judas 
wearing black and facing away f:rom .resus. Everyone else 
is at the table eating. 
(Michael, 10). 
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Figure 7 My picture shows the Last Supper and Jesus is the one with the 
halo1 and Judas is the one with a c1oud. over his head. Al l 
the rest are Jesus's friends. (Paul, 10'). 
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The children.then worked in groups and were asked to produce 
a picture of their own of the Last Supper, using no words, so that 
I could tell who.some of the people in the picture w~re. I wished to 
see if the children could use any of the ideas we had discussed in 
their own work, and also if they were able to transfer the content of 
the previous lesson concerning Christ's Temptations to t~~s one. The 
results can be s~en in Figures Five, Six, and Seven, and the children's 
own comments are shown on each picture. 
Again, by the use of abstract ideas, namely good and evil, the 
children were he~ped to understand what point artists of religious 
subjects try to communicate, and why the use of symbols is helpful 
to them and hovr we need to understand them in order to understand 
what the painting is really showing us. 
The third lesson which was used in this connection concerned a 
study of the First Day of Pentecost (Whitsuntide), Acts, Chapter 2. 
I selected this material because it had connections with the earlier 
observation of the o~ild who equated light with understanding, and 
darkness with 'not understanding'. (see page30). 
The class worked in groups, using workcards which included the 
text of Acts, Chapter 2, v. 1/4, and various questions which were 
intended to cause the children to read the material and discuss it 
thoroughly among themselves. I read the account to the class as an 
aid to their reading since the syntax of the passage was unfamiliar 
to them, and they then worked upon the material presented to them, 
recording their ideas. The questions and results were as follows. 
Question 1. Did the disciples, or did they not, hear a wind blowing? 
No - 2 groups. Yes - 6 groups. 
Question 2. What, if anything, filled the room? 
Wind - 4 groups; Fire, 4 groups. 
Question 3. Did anything touch the disciples? What are we told? 
All eight groups answered that fire definitely touched, 
and rested upon, the disciples. 
Question 4. Did anything seem to fill the disciples? What are we told? 
Seven groups - The Holy Spirit; One group -Fire. 
Question 5. Can you think of another name for the Holy S~rit? 
3 groups- God's power; 3 groups- God's~irit; 2 groups-
could not give an answer. 
I asked a few children to read the account slowly to the class, bit by 
bit, and one child commented that the Bible actually said "something 
which looked like tongues of fire" spread out, and that "there was a 
noise from the sky "which sounded like a strong wind blowing" which 
filled the house. A boy suggested the disciples found it hard to 
explain what had happened, and had to say what it was like, rather 
than what it was which actually took place. 
A few children wished to draw pictures abcut the' story. They 
approached me shortly afterwards, saying they did not know how to put 
feelings into a picture. I pointed out this was the problem faced by 
the writer of the stor>J we had been reading. One child thought one 
way would be to ma~e the people look amazed, or surprised: that is 
expres::':'ions could be a symbol of what was being experienced 1 inside' 
the disciples (figure eight). 
One boy told his group how he felt angry when his younger bt'other 
broke a toy: 
'I was burning, kind of red hot deep inside • 
The children thought this might have been something like what the 
disciples felt only it was, in their case, brought about by amazement 
and fear. 
The children WEJre able to grasp the point being taught: how some 
feelings we experience, such as feelings of anger, fear, good feelings 
and evil feelings, cannot be described in terms of straight description: 
'ideas in ~~rds' have to be used, or symbols, and we have to learn how 
to distinguish between 'picture language' and straight description, and 
also how to understand symbols in religious pictures. 
Having introduced the children to the idea of 'pictorial symbols', 
or iconography, I then wished to investigate how far they were able to 
use their skills to understand Biblical material with which they had 
already met, and which had caused confusion. I wished to help them look 
at the material in a new way. Accordingly, in the light of the work 
done with them about the problem of good and evil, I decided to use 
"The Flood" story. This was compared with the accrount of the Baptism 
of Jesus, and the children were asked to comment upon the followihg 
questions:-
1. C;:m you find any things mentioned in "The Flood" and in "The 
Baptism" which are the same? 
(All the children mentioned water and a dove). 
2. Both stories are about two things. Which two things? 
(Twenty-five children from twenty seven mentioned good and evil, 
or darkness and light) • 
3. What do you think the stories might be tr,ying to tell us? 
(Twenty-five children mentioned the storiesttell us good wins, 
and is stronger than evil. Two children stated that both life, 
and Je'sus, survived the water). 
Figure 8" . Expressions of the disciples show what they were feeling on 
the first Whitsunday. 
~ 
. 
~ 
..p. 
45 
4. Cen you think of a way in which both stories could be said to 
be true!' 
(This question rroved to be very difficult; many children W!t'ote 
because tlo9ds do happen, .omd becaus:e babies are baptise(!.. One 
child mentioned that both stories are true because evil has 
never blotted out good from the world altogether). 
The stories did present problems for the children, but the exercise 
was interesting in that it showed the children were capable of recognising 
"non-literal" meanings within the narrative: they could precei ve good 
and evil featured somewhere, and that ~ood was synonomous in some way 
with God. The discussion which the exercise provoked helped the 
children understand, and reinforced the idea, that writings such as 
appear in the Bible need careful thought and study: you need to be a 
type of detective, searching for the clues or symbols and metaphors in 
order to work out what the stories are really about. In other words, 
they were beginning to understand that the Bible was not a mere book 
of fairy tales t 
The foregoing comprises a summary of the vp rk concerning the use 
of metaphors and symbols which took a full school term to complete, and , 
shows the potential for much further development at some other time; 
for example the thought of the children could be led further by consid-
ering what the fire of Whi tsuntide was really a symbol of; further 
examples of iconography in Christian art could be examined, including 
the use of various mediw!!s, including glass. 
To help the children 1mderstand such uses of language and its. 
associated symbolism is to help them "integrate their consciousness" 
and to catch glimpses of: 
1. 
:myself within the perspective of transcendence; to !_)ercei ve 
ordinary life in a new way, to see the strange within the 1 
familiar: • 
Lealman, Brenda. 
Reference. 
·The Ignorant Eye - Perception 
and Religious Education· , p. 59· 
British Journal 
of Religious 
Education, 
1982. 
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chapter .. ·six. 
Literal and Non-Literal 'Jr.r:'uth: Some Considerations • 
.. _;·i·.· 3, 
- ~... ' . . 
I have shown how the children were gradually beginning to think 
in a new way abo~t symbolic writing and to recognise metaphorical 
expression; they were able, too, to use symbols themselves in their 
interpretation and therefore start to catch glimpses of the communi-
cation difficulties which the writers of the Biblical accounts found 
themselves faced by. 
It is imperative that children be led towards.understanding 
forms of symbolic communication, but for such teaching to be ~ure 
religious education these developing skills need to be extended towards 
be~inning to consider not just symbolism itself, but what is, in fact, 
being symbolised: what does "God" mem to religious people. 
The children demonstrated (page·34) that they could think of 
God in terms of power and had shown they were also able to under-
stand the use of symbols and why they are necessary ( page:"38). Once 
children have understood something of the difficulty of describing 
God and have also been introduced to the use of symbols and poetic 
writing generally, they will be in a position to begin to rerceive 
that complete understanding and knowledge of God are beyond human 
comprehension and that what is being symbolised is a mystery, which 
needs many symbols in order to be expressed at all. 
The following are ways in which writers have attempted to describe 
what may be understood to be God, or God's :preser.ce: that is an aware-
ness of a dimension of existence over and beyond the material. 
William James wrote in terms of experiences which indicated an 
'otherness', or a 'definite presence' felt in human consciousness and 
probably, as believed by Jung, this was passed through the levels of 
the unconscious to the conscious psyche:-
'It is as if there were in human consciousness a sense of 
reality, a feeling o:£ objective presence, a perception of 
what we may call "something there", more deep and more 
general than any of the special and particular senses by 
which the current psychology supposes existent realities 
to be originally revealed';. l 
Psychology, in this view, is unable to account for religious 
experience which enters t~e human consciousness from a dimension remote 
from time and space. Rudolf Otto described such experiences of the 
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numi·nous as "overwhelmingly great":-
'The awe or dread may indeed be so overwhelmingly great 
that it seems to penetrate to the very marrow, making 
the man's hair bristle and his limbs quake. .Eut it way 
also steal upon him almost unobserved, as.~the greatest 
of agitations, a mere fleeting shadow passing across his 
moods • 
Jung defined a religious experience as follows:-
·We might say, then, that the tenn "religion" designates 
the attitude peculiar to a consciousness which has been 
changed by the experience of the numinosum ::. 
Religious experience seems to provide glimpses of a reality, 
or truth, -which transcends ordinary daily lives, and Vfhich "changes 
the consciousness". Otto, in analysing thoughts of Schlehrmacher, 
describes religious experience as follows:-
".rheir import is the glimpse of an Eternal, in and 
beyond the empirical and transcending it. They are 
surmises or inklings of a Reality fraught with mystery 
and momentousness '• 
. 
The key to defining religious experience seems to lie in the 
certainty which is ~xpressed by the subject that he has experienced 
something approximating to Reality, or Truth; that is something of 
"cosmic consciousness". 
How far may young children be led towards recognising and disting-
uishing between literal and non-literal truth, and how far may they be 
introduced to the skills required for discovering meaning? 
To attempt to answer this question it was necessary, firstly, to 
teach the children that there are two distinct kinds of truth. This 
had, in fact, already been noticed by one child when she was dealing 
with the Flood narrative (page4~· I now wished to consolidate further 
the children's experience of how to deal with the idea of "truth" and 
further to help them understand how this truth is an aspect of what is 
meant by "God", since this is an aspect of the reality which comprises 
the "cosmic consciousness" or "otherness" which appears to be an 
identifiable element of the experiences of the numinous. 
To make this point concerning truth, the c~~ldren worked in 
groups, each one being directed by means of work cards upon which were 
printed nursery rhymes with which they had been familiar since early 
childhood, such as "Humpty Dumpty", and "Jack and Jill". The children's 
task was to discuss, firstly, whether they felt the nurse~r rhymes 
were truet· If not, why. Such a~ idea was greeted with derisive 
laughter by those dealing with "Humpty Dumpty". Such responses as 
"Of course its not true: egg men don't exist", and "eggs cannot walk 
2. 
3. 
4-
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or talk" were co111.mon. The children could, of course, clearly perceive 
that the story wa.S not literally true. They then were asked to say 
what they thought the writer of the poem was trying to teach very 
young children. Again, they were able to see that the poem was a 
warning about the dangers of climbing on walls: 
The poem is to warn you not to climb on high walls 
or trees • (ten year old) 
I think people should not go up trees or onto the 
roof. That is what Humpty Dumpty is telling us 
and it is true'''. (ten year old) 
The poem is trying to say do not go climbing on walls • 
When· the group was asked why c:b.ildren should not climb in dang-
erous places, they said it was because they could fall and hurt them-
selves; they could see that "Humpty Dumpty" was true in "another way". 
The results were similar \vith the other groups of children. Con-
cerning the "Kittens Who Lost Their Mittens", one child wrote:-
It is not true because kittens do not wear mittens and 
do not eat pies. It tells you that yo~ should not leave 
your things,lying around because if you lose them you will 
get upset • (nine year old) 
This latter point was the truth of the rhyme, which the child was able 
to perceive. Another child made the observation that~ 
~ne are happy when we find our things that have been lost 
which was a~so recognised as something else which was true about the 
rhyme. 
Concerning "lJfack end ,Jill", a boy wrote:-
I think Jack and Jill are just made-up characters and that 
the poem was probably made up for se£ety for little children. 
I think the poem tells us not to run down hills and it is 
true that you could break your head open if you do • (ten year 
old). 
They could also perceive of soi:ne elements of truth in "Ding Dong Bell";-
. The poem starts with a cat being put down a well by Little 
Tommy Green. A boy called Johnny Stout pulled the cat out 
of the well •.. It tells young children not to be cruel to 
animals'·. (ten year old). 
One child was quite indignant about the subject-matter of the nursery 
rhyme:-
I don't believe in this· .. poem because no-one would throw 
a cat down a well. Part of it is true because peopl~ do 
harm animals and sometimes kill them·. (nine year old). 
'I don't believe in this poem because there are no wells 
now. The people are made up, but you should not be cruel 
to animals • (ten year old) 
The lesson finished with a class discussion when it was agreed the poems 
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had, in all probability, been made up but with the purpose of teaching 
something which is true: therefore they were all true in some way. The 
children had used familiar material in order to bring into their consci-
ousness what had probably been learnt unconsciously from the poems some 
years earlier. 
In carrying out ·the exercise they had encountered a basic fact 
about truth: some principles are true for any age, even if the form 
of expression is mythical as in the case of Humpty Dumpty, or if 
objects are now obsolete, such as the well. The point had been taught, 
and generally understood, that it is often necessary to search very 
hard to find the wey in which stories and poems which seem to be 
merely fantasy are, in fact, true and that these "truths" are true 
for all people, no matter in which century they are 'corn. It is this 
knowledge of 1 truth' which is a pointer towards understanding something 
about "God" • 
The importance of this lesson lay in the ~iscussion which developed 
with the children as a result of the nursery rhyme analysis. It was· 
, 
established that the truth of stories does not necessarily rest upon 
historical accuracy of what the story or rhyme describes, but rather 
upon what the narrative means. The children were helped to understand 
that if, according to "Humpty Dumpty" you did not climb in dangerous 
places you would, in all probability, not fall, and that if you did 
not run down hills in a dangerous manner you would, again, be less likely 
to have an accident: this was good, and also true: upsets and accidents 
were like being "in darkness" whilst avoiding unpleasant happenings such 
as these was like "being in the light", and that being in the light was 
how some people 1mderstand being close to understanding something about 
God. 
We looked back to work done concerning The Flood (pag€4.3) and it 
was pointed out to the children that the story was true in a certain 
sense: that good was stronger than evil, and that "good" won in the 
end: people often understand God as being like this 'good' or what is 
'true', goodness, and therefore God, lasts for ever. 
Some children said that they found the idea of something which 
lasts for ever very difficult to understand. A boy said he sometimes 
looked at the stars and wondered where space ended, and mentioned that 
he found it impossible to understand space going on for ever. Another 
child mentioned how difficult it was to imagine a power strong enough 
to keep the earth and "all of space" moving, too. 
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It was pointed out that this difficulty is why it is necessarf 
to use many different w~s of expressing Sod, and the power of God. 
The idea of God being like 'true' things or 'good' things are two of 
these w~s. 
Encouraging children to think in this w~ is one method of helping 
them reflect upon experiences which they have· .undergone very early in 
their.'. lives. Certainly the children had been familiar with the nursery 
rhymes used at least since their time in the nursery, if not before. 
In order to reflect in this way the children were having to bring into 
consciousness an understanding of what I believe to have been in their 
unconscious mind already. Whilst experience or nursery r~~es was 
part of their 'personal consciousness' the underlying ability and 
readiness to reflect upon t~em and see them in the light of truth 
and to relate this in turn to understanding something of the nature of' 
God were elements of the collective unconscious taking form and 
entering full consciousness: thus the idea of God being like 'good' 
or 'true' things began to make sense to them. 
, 
The awe expressed by the children concerning the vastness of the 
universe is an exam11le of one of the 'primordial images' used by 
Jung to expLain the archetypes. There is a tendency towards recognising 
certain stimuli and responding towards it even though the cause of the 
stimuli taking effect is outside of direct, personal experience (see 
Chapter SJ:lven). 
Two skills, therefore, had been introduced to the children which 
have recently been recommended as being intrinsic to religious education:-
'Firstly pupils must recognise the existence of a spiritual 
dimension in Human experience and secondly they (should) 
have been given some information about, and provided with some 
skill in approaching, various modes of religious thinking • 5· 
I now wished to help the children approach Biblical narratives in 
this w~: that is to search further than the surface of the story in 
order that deeper meaning and significances of the materfal could be 
discovered. 
One Biblical narrative with which the children were all familiar, 
and that from infancy, was the Nativity story. I wished to help th~m 
further in their understanding of God by relating their concepts of the 
idea to their thoughts about the vastness of the universe, about which 
we had recently completed a detailed scientific study, and I also 
wished to introduce them to the idea of the incarnation. 
The familiarity which the children demonstrated concerning the 
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Nativity narrative appeared to have been overwhelmingly influenced 
by their experiE:nces of Nativity plays in their infant classes at 
school. A number of children remembered having pl~ed one part or 
another in their early life and could describe the costumes they had 
worn in detail, as w~ll as parts of the story, although with inaccuracies 
concerning place-names: Nazareth was frequently confused with Bethlehem 
and Jerusalem. It had been four years. since these pl~s had taken 
place. Other influer.tial factors were pictures of the stable which 
appeared annually on Christmas cards, together with the words of 
such familiar carols as "Aw~ in a Manger". 
Th~ children's comments made it obvious that they looked upon the 
story of the shepherds as being literally true. When one child 
mentioned 
'Can angels exist now?'' 
I re~inded them about the earlier work we had done about halos (The 
Last Supper, p. 38 ) ;md the problem of how to describe good and evil; 
we looked back at so~e of the pictures they had produced then (Figures 
5, 6, 7). A boy announced that he thought angels were probably signs 
that God had sent a message to "cert(!in people", in this case the 
shepherds. 
I told the children that Christian people believe that God 
actn21ly came to earth at Christmas time, and that they call God 
"as a human" Jesus Christ, and that is why the birth of Jesus is so 
important. 
This clas.3 discussion was followed by viewing the slides which 
form :part of the Farmington Institute's "Nativity" work scheme. The 
slides begin with a frame showing the birth of a gala~ and continue 
to explore the views of various astronauts of the earth from space, 
before making the point that at Christmas Christians remember what 
they call the Incarnation. 
Also included are slides which show the Church of the Nativity 
in Bethlehem and the traditional site of the manger. We discussed 
each slide in detail, .and I made the point that Christians believe 
it was to this particular spot, out of the vastness of the universe, 
that God came at Christmas iri the body of Jesus Christ. 
This was obviously a new idea to the children. One child asked: 
'Does that mean God died when Jesus died on the cross? 
(nine year old) 
and he was answered: 
:'No, of course not stupid. He came alive again, clidn't he? 
You cannot kill power. (ten year old). 
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I told the children that this is the meaning of the Christmas 
story as a whole, ·and we planned later to investigate the story of 
the she~herds in.order to discover what that story might mean. 
The children, during a later lesson, were given copies of the 
shepherds' stoi"J (st. Lu...~e, Ch. 2, vv. 8/20) and I told them a few 
things about shepherds of that time: that they were unable to go to 
the Jewish synagogue services regularly (after having explained about 
Jews and their religion), and that as they lived outside a great 
deal of the time on account of their job they would look windswept 
and dusty. One child asked if the shepherds ever got washed, or had 
a bath, and the general feeling seemed to be that they would be 
ragged and dirty with being outside most of the time. Upon being 
asked why they should be the first to be told about the birth of 
Jesus Christ, one child exclaimed:-
'Because everybody else was asleep , 
but no-one, until the idea was suggested to th~m, thought of the poss-
ibility of shepherds being a sign that God cares for the poor, and 
, 
those whom respectable people des:!)ise. A long discussion ensued, but 
later, when the children wrote about the shepherds, only three of them 
demonstrated that they had understood the point taught:-
'Shepherds look after sheep, but even dirty as they are, 
they still mean a lot to God: .• 
'I thinK shepherds are a sign that God wants to help people 
like the shepherds who are always tired aDd scruffy • 
;I don't know what I think. Some people think God was born 
in Jesus 1 body··. 
The other twenty-one children found the idea of the shepherds perhaps 
being symbolic of a d~eper meaning in the story too difficult to grasp, 
and for a number of reasons. Firstly, as pointed out by A. G. Dickens 6 
when writing of pre-Reformation popular religious belief, church 
teaching tended (and formal education tends still) to dwell upon the 
Nativity and Passion narratives of Christ, which are presented as literal 
stories which do not take into account the symbolic nature of much that 
was written. There is a very long tradition of this, and the possibility 
of another interpretation is frequently viewed with hostility on the 
part of many adults (an area ripe for furth,er research) and seems to 
be remote to the imagination of most young children. Secondly, 
shepherds are not familiar figures to children living in urban England, 
and as such seem unreal to them and to the majority, therefore, their 
minds seem unable, or unwilling, to see the sense in too much thought 
about them. Thirdly, the literal inte~retation of the Nativity has 
/ 
been reinforced in the minds of the children from their earliest 
days, as discussed above, and even by the age of ten, their attitude 
towards the story is quite inflexible. 
It was easy to preceive that some method was required whereby 
the children could be presented with the Nativity story in a new 
manner which would invite the children to experience anew the surprise 
which early readers felt, in all probabli ty, when hearing St. Luke 1 s 
narrative concerning the shepherds for the first time. Accordingly 
I wrote a short play entitled "Thieves and Bell Ringers". We 7. 
read the play through and parts were allocated. Great excitement 
ensued and this WaS because many Of the Children IS homeS had been 
burgled (see page30) and all of the children admitted to having 
played 1 Knocky-Door-Neighbour~ at some time in their lives. Whilst 
the idea of shepherds may not have made particular 1 human sense 1 to 
them, these two types of people did, and the children were able to 
identify either themselves, or others whom they knew, with the wrong-
doers in the play. , 
Following their performance of the pl~, the children made, and 
wrote, comments such as the following:-
Bill was· sad, but they could see Jesus because they were 
sorry··. 
JThe play tells us about God. If you are sorry, he will 
forgive you ! 
'The play teaches us that God felt pity for the two thieves 
because 1:re let them see Jesus··. 
'The shepherds and the thieves were similar and so were the 
bell ringers. Most people did not like them, but God did, 
snd they saw Jesus first'·. 
God tells us that if you turn over a new leaf God will forgive 
you when you try to be good·. 
(All ten year old c:bildren). 
Most of the children were able to grasp some similarities between 
the traditional Nativity pl~ and the "Thieves and Bell Ringers", but 
most of them were only able to see possible meaning in the latter, 
understanding it as having non-literal truth ~dden inside the story: 
this was because the pl~ dealt with characters who suggested people 
, 
known to the children themselves, and therefore the meaning of the play 
was clear, whether or not the stor,y was literally true. 
The children were extremely excited about being involved in "doing 
a play" and on numerous occasions throughout the week it 'l"ras suggested 
to me by them that I should write another one for them to perform. 
Accordingly, in order to help them interpret, and to appreciate in a 
fresh way the story of the Magi (st. Matthew, Ch. 2, vv. 1/12), I wrote 
a short play entitled "The Doctor and the Strangers". We read the play g 
through and it was acted ~d discussed. The children were quite 
indignant about the fact that only local people were allowed into the 
hospital:-
·I think that the hospital was not being fair by putting up 
the sign. They should have let travellers in, even though 
they did not come from North Shields • 
This comment from a child typified the general feeling of the 
class, and the children gave many examples of times when they themselves 
had visited hospitals and they all agreed it was "ftir" that doctors 
should treat any sick person. Many of the children thought the first 
nurse was "horrible", and one child stated that:-
·The first two nurses should have lost their jobs • 
We then examined the story of the Magi, and I reminded the children that 
Jesus belonged to a tribe of people called Jews. They could understand 
that the "wise men from the east" were foreigners. 
I suggested to the children that they discussed in small groups 
the ideas in "The Doctors and the Strangers" and the account from the 
55 
Bible to see if they could discover anything "that meant the same" 
in the two stories. The following are examples of what the child-
ren worked out among themselves, and recorded:-
1The meaning in the stories is the same, because Jesus 
helps people and so does the doctor. The nurses didn't 
care about people who weren't from North Shields, but 
the doctor cared about everybody. I think Jesus was 
like the doctor'·. 
This child shows a clear idea of the use of "hidC.en meanings" in 
\ 
stories, which is of more significance than their literal truth. In 
the following acccnmt, the child shows a quite complex understanding 
of the interweave of literary symbolism in the stories:-
;'The wise men were like the travellers because they 
brou~ht something. The travellers brought a boy. 
The doctor was really Jesus because he helped. I 
think the play means Jesus was there for everyone, 
not just the Jews, just like the Doctor helped every-
one who felt ill, not just the people of North Shields··. 
This child added an additional idea, spotting the ~bolism of 
the first two nurses:-
·'Jesus is lik,e the doctor treating the people, and the 
two nurses are like two of the Jews who tried to stop 
the Wise Men seeing Jesus. The story was like the 
Wise Men searching for Jesus, but in the form of 
strangers 1'. 
The following shows recognifion of the character of the third 
nurse, which indeed is a valid interpretation, althot~h not consciously 
intended by myself when I wrote the play:"-
. 'The third nurse was ·like God because she let them see 
Jesus, who was like the doctor'. 
The archetype of searching for something {see page89) is revealed 
here:-
·'The three strangers are the same as the wise men because· 
they were all searching for something, and the thing was 
the s~e. They were searching for God ·• 
The meaning of the story of the Magi is probably encapsulated in 
the following comment:-
'Both stories are like each other because God loves everyone. 
The doctor is God and the nurses are the Jews and the 
strangers are the wise men • 
vVhy were the children so receptive to this way of approaching Bible 
stories? The answer may be found in the fact that the narrative was 
approached from a familiar experience: all the children had been sick 
at some time or another, and were able to feel sympathy for the servant 
boy in the play; the idea of searching for something is an archetype 
of the collective unconscious (see page 8~ and was excited by the 
symbols provided both in the pl~ and the Bible account of the Magi: 
.the symbols were·appropriate stimuli for the dormant 'bmueprint' 
in the mind. From these foundations the children were able to develop 
their thinking; in fact this lesson demonstrates how: 
1The underlying purpose of religious education is to 
provide awareness of this mystery and to make it possible 
for young people to be educated in religion ••• to 
perceive life in a new w~, to see the strange within R 
the familiar; • ' 
Later in the week a group of boys approached me to s~ they had 
a pley ready themselves, based upon "The Doctor and the Strangers". 
The following is the script of what they wrote and acted, and is based 
upon "The 'l'hree Little Pigs" fairy tale, and their own interpretation 
of the pley follows. 
DAD PIG. 
let PIG. 
DAD PIG. 
2nd PIG. 
AGENT. 
2nd PIG. 
WOLF 
1st PIG. 
WOLF 
2nd PIG. 
FATHER 
"'l'he Two Wise Pigs". 
There isn't enough room for. you son. We '11 take 
you to the estate agent. (T:b::EY GO TO 'fEE .AGENT). 
Cou~ I have a room, please? Yes, the straw one 
will do. DAD TAKES .HIM TO HIS :N~ ROOM). 
Son, there isn't enough room. We'll take you to 
the estate agent. (THEY GO TO THE AGENT). 
Could I hsve a room, please? 
Will this one do? Its made out of sticks. 
Yes, thanks. That will do. (HE GOES INTO HIS HOUSE 
AND DAD AND M.AM ffi! AY IN THEIR HOUSE. A WOLF COMES 
TO FIRST LITTLE PIG'S HOUSE). 
Come out, come out. I'll blow, and blow, and blow 
your house in. (LITTLE PIG RUNS TO FATHER'S HOUSE). 
Dad, dad, let me in. (HE RUNS INSIDE. THE WOLF 
RUNS OFF TO 2ND. PIG'S HOUSE). 
Come out, come out. 
blow your house in1 
I'll blow, and I'll blow, and (2ND PIG RUNS TO DAD'S HOUSE). 
Dad1 Dad1 Let me in1 It's safe in your house1 
Come in, son. Yes, you can sta;y here. You know 
you are safe with me. 
The children told me that the father was like God because he is 
alweys ready to help them when anything goes wrong and you are in 
danger. The children were again using an archetype in their form of 
expression . (see, for example, the later chapter concerning 'The Stone' ) , 
but the significance of the pley lies in the fact that the children 
had consolidated at least one idea about God: that God provides a safe 
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place and those in need are always welcome. The children had expressed 
this idea in their own way and had understood that the play was not 
literally true but had an essential element of truth hidden inside it. 
When considering the work of these children, all of whom were aged 
between nine and ten years, I believe that one is justified in questioning 
the validity of this statement of Dr. Goldman:-
The recommendation may have to be faced that very little 
Biblical material is suitable before secondary schooling. 
This statement. is preceded by the following:-
. . 
••• there would appear to be a pressing need for further 
research of a systematic nature into recommended Biblical 
material to test out the suitability of the material 
recommended. 
The research described in this thesiB is an attempt to meet this 
"pressing need", but the recommendation as anticipated by Dr. Goldman 
cannot be acceded to on the basis of the evidence which has been --
. ' 
gathered. To the contrary, if children are introduced to the skills 
of interpreting complex writing and helped to develop them, even when 
at the age of nine years, if suitable experiences have been drawn upon 
they are quite capable of applying the skills to complex writing. No-
one would expect anyone to be able to drive a car without learning the 
necessary skills to do so, and one is equally justified in maintaining 
the same about using the Bible in an· informed manner. In the words of 
Dr. Brenda G. Watson:-
The changes which occur between the ages of four and ten 
10 
are greater than any subsequent change at secondary level 11 
or later. Such developments occur in language skills, 
understanding of concepts, and interpretation of experience. 
If children. are to be introduced to the subject of religion, it 
follows that the ideal time to do so is when these skills and concepts 
are in the process of development, because the use of figurative writing, 
and the metaphorical writing which comprises much ~iblical material, 
enables and assists the pace of development to both quicken and deepen. 
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Chapter Seven. 
The Collective Unconscious. 
The idea of. the personal shado•. and the working of personal 
experiences and their integr~tion within human consciousness and 
unconscious thought was described earlier (page26), where an example 
of its working was given. I now wished to examine the theory of 
Professor C. G. Jung regarding the collective unconscious, which is 
an area of human experience thought to be of great influence upon 
individual development:-
Development is a continuous unfolding and, for Jung, 
. it is much more ruled by the collective unconscious 
than man likes to admit··. 
Jung believed the collective unconscious comprised experiences 
of human beings from earliest times, and the need for further research 
into this area bas been expressed thus:-
~ung seems most interested in showing us bow the 
collective unconscious influences us and in this 
endeavour he constructs an interestiner and consistent 
1 
theory which deserves further research·:. 2 
, 
Forgu.s and Shulman continue by stressing the im:2ortance of the theory 
of the archetypes, and the collective unconscious of which they form 
part, as being of specific importance for study into personality 
development:-
-:... one would assume that the archetypes of the 
collective unconscious are the primary cognitive 
foundations of personality because they are inborn 
and guide the development of personality::. 3: 
The opinion has been declared that it is essential to understand 
our'lieep psychic roots" if our comprehension of western civilisation 
is to be retained:-
. Jung' s emphasis on our need to retain our connection 
with the deep psychic roots of our western heritage 
merits serious consideration as so many people turn 
East for spiritual guidance·. 
Western civilisation, most people would agree, has been profoundly 
influenced by Christianity, and therefore the language and imagery 
of the :Bible:-
'Western civilisation has been deeply and lastingly 
influenced by Christianity. There is therefore a 
cultural obligation to_.help the young understand Christian 
belief and practice to the extent that they are then able 
4 
to make sense of the civilisation of which they are a part •• · 5 
Much of the Biblical material already studied used as symbols such 
natural phenomena as fire and wind (Whitsuntide, page 42 ), water 
(The Flooa.';· pageli),) and Christ's Baptism (page 43); wild countryside 
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(Christ's temptations, page34) and the darkness of the night-time 
(The Last Supper; page.: 42 ) • All of these images have the power 
to stir human imagination for some reason: they appear to appeal 
to some dormant, primitive understanding which is seated deeply inside 
the human psyche. The power of the writing stirs this instinct and 
helps excite the imagination to give meaning to what is written. 
Meaning itself is something for which }roman beings are constantly 
in search. Jung wrote:-
:But how do we give meaning? From what source, in the 
last analysis, do we derive meaning? The forms of our 
interpretation are historical categories that reach back 
into the mists of time ••• interpretations make use of 
certain linguistic matrices that are themselves derived 
from primordial images. From whatever side we approach 
the question, everywhere are we confronted by the history 
of language and motivation, and this leads straight back 
into the enchan'ied, primitive world· • 6 
Jung went on to give an explanation of a "primordial image":-
"A primordial image is determined as to its content· only 
when it has become conscious and is therefore filled out 
with the material of conscious material ••• the represen-
tations themselves are not inherited, only the fo~s, 
and in that respect they correspond in every w~ to the 
instincts, which are also determined in form only '• 1. 
Thus, to Jung, archetypes represented the: 
·sum of the latent potentialities of the human psyche -a 
vast store of ancestral knowledge about the profound rela-
tions between God, man, and the cosmos. To open up this 
store in one's own psyche, to waken it to new life and to 
integrate it with the conscious, means nothing less than 
to save the individual from his isolation and to gather him 
into the eternal cosmic process·. 8 
These archetypes are stirred by certain stimuli, when a response 
is made, but remain dormant until this stirring takes place by some 
activating image. Jung' s theory may be '~cmtrasted here with the ideas 
of Piaget which were analysed by Margaret Donaldson as follows:-
" Piaget tells us again and again that knowledge does not 
come to us from 'outside' ready made. It is not a copy 
of reality -not just a matter of receiving impressions 
as if our minds were photographic plates. Nor is know-
ledge something we are born with. We must construct it. 9 
We do this slowly, over many years·. 
According to Jung, the "blueprints" which form the possibility of 
knowledge being assimilated and given form exist in the collective 
unconscious of the human race and are inherited, as described in his 
writings quoted above. As Margaret Donaldson mentions in her 
analysis, according to Piaget, knowledge has to be constructed, not 
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upon pre-existing instincts as taught by Jung, but upon a void. 
This latter theory of Piaget mczy be adequate where only a super-
ficial understanding of human personality and behaviour is demanded, 
or where superficial experiences are concerned, but the theory of 
Jung in this connection points towards the seemingly unfathomable 
depths of the human psyche. The archetypes have been metaphorically 
compared to the patterns made·by snowflakes:-
·Archetypes fo:cn the infrastructure of the psyche. 
Archetypal !B tterns are similar to :the patterns found 
in crystal formation. No two snowflakes are exactly 
alike; however every single snowflake:· :has the same basic 
six-pointed structure. Similarly, the contents and 
experiences of each individual's psyche is unique but 
the general pa:tterns that these exiSriences fall into are 
determined by universal parameters and generating principles, 
which Jung called archetypes • 10 
An example of the working of this typ e of archetype in a child 
which could be contributory to shadow formation later mczy be illustrated 
as follows. If a child is ridiculed for being' afraid of darkness, the 
element of fear (which is an instinct) will be gradually relegated to 
the unconscious to prevent further ridicule. Secretly, a child mczy 
indulge in some manner of ritual when left alone in a dark bedroom, 
for example. Recently a boy told me he alweys placed one shoe under 
his bed before switching off the light, and felt that this would prevent 
anything sinister or evil from happening. Eventually, however, the 
impulses which warn of danger mczy become oblivious, and therefore go 
unrecognised: they have become unconscious. The fear, nevertheless, 
continues to live within since fear is an instinct which has been passed 
down throughout. countless generations, and if it is not acknowledged 
consciously the emergence of the archetype may take effect unconsciously. 
Elements of the collective unconscious cannot be totally banished from 
the psyche by an effort of will. 
Jung described how the shadow of the unconscious manifested 
itself by way of projections. Just as a bright light forms a shadow, 
an effort of will to eliminate. what cannot be e.liminated will cause 
a shadow to fall; thus the child who has Sl'rf'ressed the feeling of fear 
into his/her unconscious will tend to look for the embodiment of 
fear in others. In the· early stages he/she will be unlikely to disctiss· 
his/her secret with others until at length, meybe not until adulthood 
when total assimilation is completed, and he/she has become aware that 
fear of darkness is intrinsic to human nature, will he/she admit to 
the presence of fear. Should fear be projected towards someone else, 
perhaps another child, it is common for the subject to ridicule the 
child since it results in a sense of superiority to find someone else 
possessed of the feeling which one feels has been overcome. 
Although this example of the personal shadow of the unconscious 
appears in many respects to be similar to the example given on page 2·5, 
it differs in that its origins stem from an instinctive emotion, 
that is fear, rather than from one which has been learned personally. 
The primordial image used earlier, for example, fire and water, 
do not depend upon personal experlence for their power to grasp 
attention and excite the emotions. On numerous occasions in the class-
room L: .have noticed how the attention of the children has been 
extremely acute, perhaps only for a few minutes, and I have also 
noticed that when this happenalmention has been made of one, if not 
more, of the primordial images. 
As an example of this, I quote the following. On each occasion , 
that I hllve read to the children "The Wind in the Willows" I have 
noticed that the following passage has never failed to excite intense 
interest and awe. This is part of the quotation:-
·Trembling he obeyed, and raised his humble head; and then, 
in that utter clearness of the imminent .dawti., while Nature 
flushed with fullness of incredible colour, seems to hold 
her breath for the event, he looked in the very eyes of the 
Friend and Helper; saw the backward sweep of the curved 
horns gleaming in the growing daylight; saw the stern, hooked 
nose between the kindly eyes that were looking down on them 
humo, :rously, while the bearded mouth broke into a half-smile 
at the corners; saw the rippling muscles on the arm that 
lay across the broad chest, the long supple hand still holding 
the pan-pipes only just fallen away from the parted lips; 
saw the splendid curves of the shaggy limbs disposed in 
majestic ease on the sward; saw, last of all resting between 
his very hooves, sleeping soundly in entire peace and content-
ment, the little, round, podgy, childish form of the baby 
otter. All this he saw, for one moment breathless and intense, 
'vivid o11 the morning sky and still, as he looked, he lived, 
and still, as he lived, he wondered· • 11 
Why should this passage capture the awe and wonder of the reader? 
Certainly there is nothing mentioned that could be seemed likely to 
be reminiscent of any personal experiences of most children, and yet, 
mysteriously, its appeal is obvious, and recognition of what is 
described results in absorbing interest and appreciation. 
Jung~ upon being asked to account for the existence in the unconscious 
o£ what he called the archetypes, responded as £ollows:-
·I have o£ten been asked where the archetypes or primordial 
images come £rom. It seems to me that their origin can only 
be explained by assuming them to be deposits of the constantly 
repeated experiences o£ humanity • 12 
Archetypes were, nevertheless, seen as distinct from instincts, the 
latter being understood to represent "physiological urges which are 
perceived by the senses". Jung continued to describe archetypes as 13 
the manifestations o£ instincts which could take the £orm o£ fantasies 
and which "o£ten reveal their presence only by symbolic im~s". The 
above passage from "The Wind in the Willows" makes use o£ Jung1 s 
archetype· o£ the ''Wise Old Man" (to name but one) , which he believed 
to have originated in primitive society, being as it was a descendant 
o£ the medicine man, who: 
·Penetrates the chaotic darkness of mere li£e with the light 
o£ meaning. He is the enlightener, the teacher, and master • 14 
This archetype is part of the unconscious:-
·This part o£ the unconscious is not individual but 
universal; m contrast to the personal psyche it has 
contents and modes of behaviour that are more or less 
the same everywhere and in all individuals. The coll-
ective unconscious, as £ar as we know, is self-identical 
in all western men/women • 
Such archetypes as the ''Wise Old Man" lie dormant in the liuman 
psyche awaiting stimulation when they are aroused and become active, 
manifesting their presence to the observer in a variety o£ ways: in the 
case o£ the quotation under analysis by their power o£ claiming intense 
interest and excitement and a £eeling of awe and wonder. Other arche-
types identified by Jung ~olude water (which is the mirror o£ the 
unconscious) and which £eatures frequently in mythology - as for 
example in the myth of Echo and Narcissus, as well as many other symbols 
and signs which are manifestations of the £orm o£ the archetype':.:.. 
Here belong likewise the cellar and cave, watery depths and 
the sea, as also £ire, weapons and instruments ••• monsters 
personify primordial, cold-blooded animal nature ••• cave 
and sea re£er to the unconscious state with its darkness and 
secrecy • 
How £ar can the archetypes of Jung be seen in relation to the forms, 
or ':ileas 1 of Plato? 
As I have said, every h~an soul by its very nature has 
beheld true being - otherwise it would not have entered 
into the creature we call man - but it is not every soul 
that rinds it easy to use its present experience as a means 
o£ recollecting the world of reality. Some had but a brie£ 
15 
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glance of the truth in their fermer existence: few are 
left who retain suffient memory. These, however, when 
they see ~orne likeness of the world above, are beside 
themselves and lose all control, but do not realize what 
is happening to them because of the dimness of their 
perceptions • 16 
Here Plato is indicating that before conception, every soul sees 
something of Truth or Reality; however, because of the traumas of 
birth and human life recollections of this revelation become dimmed; 
nevertheless for a minority some recollection can be stirred by 
what is perceived as a symbol, or image, of Truth. For Plato, it is 
the "dim recollections" of Truth or Reality once experienced that 
respond to stimulation, at which time they become manifested in some 
outward, observable manner. For Jung, these "recollections" are the 
archetypes and their' __ origins, he believed, reached back to primitive 
human society which have left "blueprints 11 upon human memory. 
Jung himself perceived of similarities between Plato's 'ideas' 
. 
or 1"formst and his archetypes. Concerning Plato 1 s 'fonns' he wrote 
Ideas are p~imordial images pt'eserved • • • being therefore 
transcendental, eternal forms perceived by the winged eye 
of the seer • • • images of dream and the revealing vision -. 17 
Jacob Jacobi, a colleague of Jung, wrote:-
The archetypes are also akin to what Plato called the 
'ideas'. But Plato's idea is a model of supreme 
perfection only in the 'luminous' sense, whereas Jung's 
archetypes are bipolar, embodying the dark side as well 
as the light • 18 
The archetype, then, repre~ents unformed, dormant tendencies 
which are deeply seated in the collective unconscious. They take 
form and manifestation when a sui table stimulant occurs which has the 
power to excite them into activity, forcing them into the conscious 
mind where they are able to be recognised because of the emotional 
arousal which they stimulate. 
What has Jung seen as their positive attributes in developing 
\lflderstanding of the transcendental?. How can they be utilized in the 
religious education of young children? 
lo 
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Chapter Eight. 
A Manifestation of the Archetype: Treasure Seeking. 
I quoted earlier from the writing of Margaret Donaldson who 
was herself quoting from Jung:-
"School is, in fact, means of strengthening in a purposeful 
way the integration of consciousness ••• an understanding 
of its interpretation is what they (the children) need 
more than anything else". 
Integration of the conscious and unconscious involves the use of two 
distinct types of experience; firstly personal experience , which is 
the result of one's interaction with life gener&lly and the interp-
retation one puts upon it, the results of which may be lodged in 
either the conscious or unconscious mind, and also the collective 
unconscious which comprises the experiences of humanity from the 
dawn of time. Jung wrote with certainty about this collective un-
conscious, which needs to be integrated with the personal conscious 
if maturity and understanding of the self are to be reached:-
·rhe mind has grown to its present state of consciousness 
as an acorn grows into an oak ••• As it has been developing 
so it still'develops and thus we are moved by forces from 
within as well as by stimuli from without • 1 
By the use of stories, images and symbols are provided for the 
impulses and feelings within the young child:-
'Younger children depend upon rich stories to provide 
images, symbols and examples for the vague but power-
ful impulses, feelings and aspirations forming within 
them • 
James Fowler isolated this need as being characteristic of his 
Stage One in the quest for meaning, and this is closely linked by him 
to the pre-concrete thinking stage of Piaget. The development which 
follows from this is the ability to reflect upon stories and to commun-
icate their meanings by abstractions. 
2 
What are these "powerful impulses, feelings and aspirations" which 
Fowler mentions? They seem to represent the forms which are represented 
and expressed by the archetypes, and the attention of the children was 
held during the extract from "The Wind in the Willows" (page62) because 
the description gave expression to some primitive form of understanding 
in the unconscious: when the appropriate stimulation occurred, the 
response was made, in this example by the children's concentration 
being heightened. 
I wished to teach the children that an attempt to understand what 
is meant by "God" is a complex problem, rather than a simple process 
such as involved in, say, a simple addition sum, where, when the 
answer has been reached it may be proven. I believed that the most 
suitable way of doing this was to appeal to two types of experiences: 
those of the personal and collective conscious and unconscious. 
The aim of the lesson material was to help the children reflect 
upon the possibility of an internal God. Christopher Bryant warns 
of the dangers consequent upon this idea not being introduced:-
·It is to be feared that many have been brought up to 
conceive of a God as a Being wholly external to them-
selves, without any idea of his immanence within them. 
Such an externalised idea of God would inevitably ••• 
make the development of an i:ndiv .idual' s full humanity 
more difficult ·• 
In order to make some attempt at illuminating these "inner 
signs" I planned a series of lessons around the theme of "treasure 
seeking", the concept of which is an archetype itself. The "treasure" 
in myths concerning this type of subject symbolises the "true self" 
of the searcher (see page74) who frequently has to brave many dangers 
in the process of his search, which frequently takes place in deep 
water (symbolic of the unconscious) in order to find his true identity. 
Many myths and stories symbolise this: Jason and the Golden Fleece, 
"Treasure Island", and the Dragon and His Hoard were all familiar 
subjects to the children from infancy, and their memories of these 
were vivid because, as mentioned :p:reviously, these myths had "provided 
images, symbols and examples for vague, powerful impulses, feelings 
or aspirations f(i)rming within them"· 
I suggested to the children that they might like to construct 
treasure maps, and taught them how to give grid references. Figures 
9 and 10 show examples of the results of some·work done. Common 
features of all the work produced by the children are the perils which 
have to be overcome in order to discover the treasure, and sheer 
effort needs to be given to the search. Upon completion of the task, 
they were asked to write stories about the actual adventures of the 
imaginary searcher. Figure 10 gives examples of the response. The 
children were a~le to see treasure hunting as an activity which 
involved the unknown and mysterious, but which justified the risks 
because of the successful outcome: the treasure is always found in 
myths. 
I believe the children were able to achieve this understanding of 
the task set because it was based upon an archetypal form v.hich had 
3 
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Figure 10. Treasure Hunting. 
Treasure Seeking. 
One day Kerry called of me because we were going on a tre£l.Sure hunt. I got 
a map and off we went. We came to a Grabbing Hand and Kerry got stuck. In the 
bottom of the hand there was mud. I martaged to go and get some help. I got the 
monkeys from their cage and they pulled Kerry out. We then passed the quick sand 
and came to the Grabbing Foot. We did not go in. I came to some mountains. KeiTJ 
had fallen off but she found she bounced back up. We came to a camp and the men 
shot at us so we threw stones and killed them. We saw a treasure chest and looked 
inside and there was treasure. It was full of silver. We went home but it had been 
an exciting journey. 
******** 
Searching for Treasure. 
My friend an~ I decided we would go on a treasure hunt. When we got there 
we were not looking where we were going and we walked into some quick sand. It 
took us one hour to get through it. Next we saw a swamp and a grabbing hand. The 
hand grabbed at us and threw us into the swamp. Vie came to some mountains and 
climbed up them. My friend fell into someone's tent and she got up and looked out 
of the tent and I saw people dancing around a fire. "ie Ci:!llle to a pond and we saw 
something shining deep down in the water. Diving in we managed to reach it. We 
then climbed into a nearby boat and sailed across the water. Vle took the treasure 
home. 
**-********** 
~ 
0'\ 
\.!) 
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been provided with symbols earlier in their lives, and the treasure 
maps and stories were a wey of consolidating this understanding. 
To most of the children, treasure consisted of gold, silver and 
precious jewels. In an effort to help them to begin to think of 
treasure in different weys we had a discussion about things which 
were imp-ortant to them. The idea that these could be thought of as 
treasure was suggested to them, and one child was of the opinion that 
anything that money could not buy was the best type of treasure, since 
it could not be replaced. The following are extracts from their 
writing. All of the children were ten years old. 
My treasure is an old pair of slippers . Because my 
grandma was ill in bed, she died, but just before this, 
she gave me some slippers. When I got a new pair, I 
did not think they were a treasure as much as my other 
ones • 
The slippers acted, in the mind of the child, as a reminder of 
her grandmother whom she would not see again. She later mentioned 
her grandfather:-
~y grandfatlter could not hear properly. We took him to 
the doctors and he got a hearing aid. That was like 
treasure to him'·. 
Treasure was frequently described as being such because of its 
sentimental value. Often, too, parents and other members of the family 
were mentioned:-
·:My treasure is my baby sister. She is very nice and I 
love her a lot··. 
One child's mother had recently suffered a severe, and permanent 
disability as the result of a surgical operation. The child wrote:-
''One of my favourite treasures is a photograph of my mam 
when she was well. My family is a treasure that money 
cannot buy' • 
In this connection, I read the myth of "King Midas and the 
Golden Touch" to the children, which helped them to grasp the idea 
that there are things more valuable than money and precious metal. 
Pets were often mentioned as treasure, because they could not be 
replaced by just "going into a shop": 
1The treasure I like is my two cats, Vincent and Tibby. I 
go to bed with them at night, and I feed them every dey. 
When I come in from school I stroke them and brush therr~- • 
'My treasure is my little dog that I have had for ages. 
r·My dog was not walking properly because her blood was not 
circulating. We had to have her put down. I cried, and 
my dad said "She is at peace now". I had grown up with her 
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and then dad said "I think she would like you to have 
these". It was her lead and collar, and that is my 
treasure. I miss her a lot· • 
The children had come to understand that treasure can be anything 
which is important to them, especially if it cannot be replaced. This 
is the underlying significance, particularly, of the child's comment 
about her grandmother's present to her of the pair of slippers. To 
her they represented her grandmother and her kindness, and this, to 
the child, was i-rreplaceable. 
The principle taught here now needed to be applied to religious 
material to encourage some development of thought. A few days later 
the ohildren were given the texts of "The Pearl of Great Price" 
(Matthew 13, v. 45/6) and the "Treasure Field" (Matthew 13, v. 44) 
and they were asked to discuss the stories with neighbours. All of 
the children were able to understand that the Kingdom of Heaven was 
like treasure, and a few offered their own ideas in addition:-
! think the stories are about people trying to get, or 
find, love and care in their hearts· • 
·r think the stories are about people trying to devote 
themselves to God • 
Heaven is like treasure to them, so they must find it". 
The stories mean that people love God and they will give 
all they have to stay near him • 
·r think the stories are about finding your treasure and 
what your treasure is • 
The following week the children were reminded about the story of 
the Magi, and were shown a radio-vision programme about "Baboushka". 
I asked the children what kind of treasure the Magi and Baboushka were 
seeking, and everyone ~eed the treasure was Jesus Christ. A 
number also mentioned that Baboushka could not find Jesus because she 
had not understood that "he was somehow inside of her". 
By following these lessons the children had been introduced to the 
idea that searching for treasure is something like searching for God 
and heaven: the inference that God may, in at least part, be inside 
of people, came from the children themselves, and was expressed by 
them. To conclude this lesson scheme, the children wrote stories 
entitled "Treasure with a Difference", and the following are the 
stories of two boys, both of whom have very limited use of language. 
12: 
In my story there is a man called Jesus. John was a Christian 
and he had a dream. The dream had a voice and it was God's 
voice. John believed he could find this voice and he was 
searching ~he world for a man, and searching, but he never found 
him. A couple of years later John died, and that was when he 
found God·. 
About two thousand years ago some people went to search for the 
treasure of God. The treasure was the belief, or love, of him. 
Jesus had hidden the treasure. The people who knew about the 
treasure were some believers in God. \Vhen they set off for the 
treasure they found it was easier said than done. They had to 
climb high mountains and go into the deepest valleys. When 
they got there they knew it was the treasure because they saw 
something like a dove, but it was not a dove. They waited and 
they saw, or felt, something in their hearts and they knew it 
was God • 
In both of these pieces of writing the children have begun to 
write symbolically, using symbols which they have encountered in 
literature; for example the dove had been remembered from the story of 
"The Flood", and the hills and valleys which they mentioned had 
featured in some work which we had done a few months previously concerning 
the prophecies of Isaiah. One of the children told me that he me2nt , 
God was like the dove, hopefulness was the mountains and feeling "fed 
up" was the valleys. The story written by the other child I believe 
to have been based upon the story of Eli and Samuel. What is of 
interest and significance is that the children had begun to reflect 
themselves about God, and were doing so symbolically. The idea of an 
internal God was beginning to make sense to them. Gradually foundations 
were being formed to enable a more serious consideration of religion 
to be made at some later time, since progress could be seen to have been 
made along the "Stages of Faith" of James Fowler (Figure 1). 
1. Jung, C. G. (edited) 
2. Fowler, J. w. 
Bryant, c. 
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Chapter Nine. 
The Archetype of the 'Self' and the Internal God. 
The process-of individuation, as described by Jung and which he 
considered to be most important from middle life, he defined as 
follows:-
1By it I mean the psychological process that makes of a 
human being an 1 individual 1 - a unique, indivisible unit 
or 'whole persrm 1 1:. 1 
To. achieve maturity it is necessary to accept, and to come to terms with, 
all aspects of one's psyche: to recognise the shadow's existence and 
working in the unconscious, for example, is an important, if unpleasant 
necessity, if the true self is to be discovered. Just as important 
is the recognition of the persona, or the 'social mask' of acceptable 
behaviour which the individual habitually presents to the world. 
However Jung points out the truth which lurks behind this mask:-
1The (person) who looks into the mirror of the waters 
does, indeed, see his/her face first of all. Vfhoever 
goes to him/herself risks a confrontation. The mirror 
does not flatter, it faithfully shows whatever looks into 
it; namely the face we never show to the world because 
we cover it with the persona, the mask of the actor, but 
the mirror lies behind the mask and shows the true face·. 2 
If, however, one is to discover the truth about oneself, it is 
necessary to accept personal realities, whether or not such are 
consciously revealed. This is essential if true potential and talent 
is to be accepted and the Self discovered. 
As a teacher, however, I find it impossible to agree with Jung 
when he states that:-
' ••• when normal, the child has no real problems of his/her 
own. It is only when a human being has grown up that he/she 
can have doubts about him/herself and be at variance ••• 3 
Perhaps, to a practising psychologist, dealing with adults 
suffering from serious psychic disorders, the problems facing young 
children would appear to be negligible. A discussion of this was given 
on page 25, and the following pages from there gave details of how 
shadow-growth takes place in children of at least eight years. 
The intensity and seriousness of problems were real enough to the 
children whose concerns I described, and for this reason, I feel 
teachers are justified in concluding that children suffer from problems 
to an extent equal to that of many adults, and because of their 
minority often depend upon the co-operation and help of adults for 
the solving of them. In the case of worries about parental argument, 
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it was often the adults who caused the children to have troubles 
initially- see, for example, the case cited on page28. 
For this reason, therefore, I feel it to be important that 
children be helped wherever possible to accept situations which they 
cannot influence and to assist them upon the path towards indi vidua-
tion from an early age, and the previously described work done with 
them using the theme of Treasure Seeking was used as an introduction 
to this search for the "true self" and the internal 1 God image 1 • 
There are two aspects to the children's work which unfolded in 
response to the theme which I call "Self Discovery" and they comprise 
two important areas of work: images and symbols of the self, and the 
stone as an archetypal symbol of both self and another way of approach-
ing understanding of God. 
When discussing the development of concepts of God, Dr. Brenda 
Wg,tson writes:-
"It is easy for young children to acquire the idea that 
the Christian God is a sentimental Santa Claus figure, 
or that he is just a God of "All Things Bright and Beaut-
iful" who has nothing to say about the nastier aspects of 
life. At a more sophisticated level it is easy for people 
to acquire the idea that "God" is simply the reflection 
of the highest cp.ali ties and ideals, or that he is a "wish 
fulfiliD:ent" and so forth·. 4 
In the foregoing I have stressed the necessity of leading c~~ldren 
on in their thinking from their early notions of God as .an anthro-
pomorphic figure in the skies and it was shown that if this notion is 
not recognised and dealt with by careful teaching, symbols are under-
stood as being identical with what they are meant to symbolise -thus 
thinking about religious subjects stops at Fowler's Stage Three, when 
either the symbols are protected defensively as being themselves 
"Sacred, or on the basis of this understanding the idea of God is 
reje<lted. 
I have indicated (page67) the necessity of directing children's 
thoughts towards the idea of.a God whose power works internally through 
our thought processes. Jung discussed the difference between a psychic 
fact and an image, drawing out the distinction between God being under-
stood as merely an archetype of the unconscious rather than as a 
distinct actuality working within humanity. Concerning an image, 
Jung wrote:-
,, ••• we find numberless images of God, but we cannot 
produce the original. There is no doubt in my mind that 
there is an original behind our images, but that it is 
inaccessible·. 5 
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Whether or not the 'original' is inaccessible is questionable; there 
are many Christians of past, an~ present, generations who, because of 
their faith, believed that they had drawn close to what they under-
stood to be God, but certainly God may be understood most readily by 
the use of analogies and symbols, all of which provide 1 pointers' 
towards the possibility of a deeper understanding. 
The following refers to the Muslim idea of Allah:-
Muslims believe that Allah is beyond any adequate 
description by human beings. He surpasses in an infinite 
way all that we have experienced • 6 
Jung expresses this view:-
Why should we be so immodeat as to assume that we could 
catch a universal being in the narrow confines of our 
lang'iiage'? We know that God images play a great role in 
psychology, but we cannot prove the physical existence 
ot God' • 7 
It is, therefore, from deep inside the psyche that images of God take 
form, and both thought and experience of life help develop these images 
towards a deeper understanding of the interpretation of life from· 
a religious belief. 
In essence, this is how the archetypes can be usefully employed 
in the teaching of religion, and children helped towards seeing symbols 
as pointers towards a transcendent reality rather than as the reality 
itself. Because, to Jung, the 'Self' was the total human being, under-
stood and accepted by the integration of the personality (that is, all 
levels of the psyche, both conscious and unconscious), he used the 
'self' interchangeably with. the 'God-image', since both infer whole-
ness, or the state of being complete - this is illustrated in Figure 
.One' ·.stage Siz· of Fowler's "Stages of Faith". 
Children may be helped from a young age to differentiate between 
"good and evil, darkness and light (see Chapter Five) and to understand 
symbolism in these terms. I wished to help the children direct their 
thoughts towards their own inner lives in order to help them recognise 
the various forces working within. To do this, I based my lesson 
material on the idea of the mandala (a Sanskrit word for 'magic circle'). 
We discussed the idea that our lives move along from day to day 
in a similar way to that in which the wheel of a car or a bicycle 
moves around, with the liub in the centre. I explained that this centre 
in a circle is a symbol of our real self, that is the person we real~ 
are. I asked the children to think about this idea with the intention 
of helping them see themselves as complex beings who require symbols 
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themselves to enable interpretation to take place. It would then 
be within their capacity to study the symbols used to describe others. 
In the work which ensuerl, they were shown how to construct 'circles 
within circles', with their true self in the inner one, surrounded 
by pictures which were symbols of things which they had done, or 
helped with, or hoped to do in the future. 
Figrires eleven and twel~e are examples of the work produced. 
Figure eleven shows how the child has used traditional symbols from 
Christianity to depict himself: he is half angel and half devil, which 
in his own words, indicate that 'inside me, I am both bad and good'. 
~ applying anthropomorphic symbols to himself, he was demonstrating 
his ability to understand symbols: they were personifications necessary 
to communicate non-physical, and yet existent, psychic facts. 
Figure Twelve is similar in content. The physical activities 
and emotional worries of the child are symbelised pictorially. The 
child sees herself, in analysis, as 'deep inside ••• very good'. The 
halo is used as .. a symbol of this, an indication that the child sees 
the 1ymbol as denoting an overall analysis of personality traits. 
The significance of this work lies, firstly, in the fact that the 
children were able to reflect upon their lives and use symbols to 
communicate their thoughts; secondly, they could perceive of them-
selves as having a deep, inner core, or personality, and the lesson 
doncluded with the suggestion that the children might like to think 
of all their activities, and ways of thinking, as being important for 
how this 'core' would grow and develop. 
I now wished to use an archetypal symbol for my lessons which 
cou1d be, in turn, used as a symbol of God. Dr. Brenda Watson, in 
private correspondence, pointed to the importance of introducing child-
ren to many different, and even paradoxical ways, of attempting to 
understand what is meant by 1God 1 : 
'It might be important to develop the point of how difficult 
it is to describe God. Quite a lot of .discussion could 
relate to how difficult it is to describe, sqy, mother or 
a friend ••• helping the children to see that such things 
as character can perhaps best be thought of in te:rms of 
poetry or metaphor; and not in te:rms of straight descrip-
tion. It is certainly necessary to help children, as early 
as possible, to see that there are many weys of thinking 
about God • 
8 
Figure 11. 
I hate to think of cars getting broken into. I would hate to work 
on a pig fann, or to have a kettle of water pulled onto me. I'd like 
to join the Navy or be in the Air Force. Inside me, I am both good 
and bad. 
! 
--J 
--J 
Figure 12. 
I imagine that we have just scored the last goal for my school and 
the score is 4-0. In rounders I have just scored the last rounder 
making the score 11-10. In the t ~ird picture I am worrying that my 
mam and dad have left each other and I don't want that to happen. 
When I go to sleep I get a very good sleep and dream. I - do not want 
to work in Presto or be a ballet dancer. Deep inside r am very good. 
! 
-.J 
1;0 
lo Jung, Co Go 
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Chapter Ten. 
The Stone: An Archetypal Image of 'Self'. and 1 God' • 
An archetyP.al image common to mankind is the stone. Stones 
and rocks are symbols of remembrance: hence the cenotaph in Whitehall 
and the gravestones of the churchyard, as well as many others. The 
prehistoric world abounded in images cast in stone: the pagan Celtic 
God Anteniciticus from Benwell, Newcastle upon Tyne, and the stone 
! 
~ircle at Stonehenge in Wiltshire being examples. 
Why should the stone provide an image for religious purposes 
and expression? The following extract provides, I believe, an 
answer:-
~ love for Linton is like the foliage in the woods; 
time will change it, I'm well aware, as winter changes 
the trees. My love for Heathcliffe resembles the eternal 
rocks beneath - a source of little visible delight, but 1 
necessary·'. 
Emily Bronte contrasts the changeable nature of the trees' foliage 
with the eternal endurance of the rocks beneath them. It is this 
eternal, unchanging characteristic of rocks and stones which embodies 
them with attributes suitable for symbols and images of eternal life 
and remembrance: hence its use in mem~ of the dead. 
The stone is, too, however, a symbol of the central point of 
humanity itself, the Self:-
'The alchemical stone symbolises something that can 
never be lost or dissolved, something eternal, that· 
some alchemists compared to the mystical experience 
of God within one 1 s own soul''. 
A round stone is a symbol of the self, and as discussed on page75, 
the Self is understood to be an image interchangeable with the God-
archetype. The human habit of collecting stones has been remarked 
upon as having significance here:-
~any people cannot refrain from picking up stones of 
a slightly unusual colour or shape and keeping them. 
Men have collected stones since the beginning of time 
and have apparently assumed that certain ones were 
containers of the life-force with all its mystery:. 
In dreams the centre, or Self; of the stone frequently appears as a 
crystal. Annela Jaffe makes the point that stones laid on particular 
spots by way of expressing remembrance, or awe, exemplify the human 
urge to express an otherwise inexpressible experience. mTavestones 
have already been mentioned, and to them could be added the practice, 
in Scotland particularly, of piling stones into cairns where some 
act of corporate remembrance is demanded. 
The rubbing and polishing of stones and other objects is a common 
2 
'' 
3 
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idea and ~actice, which symbolises the activating o£ powers lying 
within: hence the myth of Aladdin and His Lamp. This in itself is 
a symbol of the emergence of the Self from within the depths of the 
psyche. 
I now wished to discover if this "stone image" stirred any 
archetypal images within the children which could be used as bases 
for religious education. Without prior discussion, I asked the 
children to write stories about the following: "The Adventure of the 
Stone", and "The Story of the Stone", in order to disclose any images 
which the titles wo~ld themselves activate. It could be suggested 
that previous experience of the symbol could be an influential factor 
in their responses but if, in fact, the symbol had previously been 
encountered, remembrance of it and the ability to use it independently, 
would suggest some arqhetypal importance for the image itself. If 
indeed, stones are devoid of archetypal qualities, that is free £rom 
the power to excite primitive "blueprints" in the psyche, an experienced 
teacher of young children would expect and receive a negative re.ponse 
to the task given. 
The following are examples of comments taken from the work of the 
children. 
This school is close to the coast and this affords the children 
the opportunity of beachcombing; correspondingly many of their stories 
involve searches ·for stones on the beach. The stories took them a 
considerably longer time to write than is usual for this type of 
activity, and this may be accounted for, firstly, in that collecting 
rocks and stones is something which all the children do regularly, 
and they therefore have something personal to contribute to the lesson;.· 
secondly, the concentration which the children were able to give to the 
lesson was probably because of the archetypal images which stones arouse 
in the mind, an experience of the human race which reaches back into 
the mists of time: the activity appealed to both the personal and the 
collective unconscious, experiences which were brought into consciousness 
because of the arousal brought about by a suitable image. 
I analysed the children 1 s comments and ideas, looking for 
patterns, and my observations are as follows. 
I have mentioned that stones will be collected and retained if 
judged unusual. The children wrote:-
I went to the beach and ·saw a stone in the water. 
It was glowing and I picked it up and decided to 
keep it • (ten year old). 
'I have a stone at home. It has red circles on it. 
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I keep thinking that it is magic and it helps 
me take my mind off things that I worry about·. 
(nine year old). 
We were amazed to find a stone which changed 
colours. One turned orange, green, and red. I 
had a [)ag and I put the stone inside to take 
it home·-. (ten year old). 
The idea of the stone changing colour was the· unusual aspect which 
the children frequently used as a reason for taking stones home, and 
this idea was often developed by attributing magic pow~s to the 
stone:-
~en we ·found the rock we got power from it and we 
hid it. When we were crossing a road a oar nearly 
ran us over, but we just used our power to stop it. 
Then our power ran out, and we went back to the rock·. 
(nine year old). 
'Back at the laboratory we mel ted rocks down and mixed 
them. This gave us an anti-evil spell·. (ten year old). 
In this last extract, and in the one above, the stone is said to be 
. 
possessed of a power strong enough to defeat evil: either of private 
thought, or, in the last case, dark-robed figures from space who 
posed a threat to the earth. This idea is one which can clearly be 
seen to have potential for developing into a God-image. 
The necessity of keeping the possession of the stone a secret 
was a common idea:-
·We told nobody about the stones we found. They would 
not believe us, anywey··. (nine year old). 
1I did not even !tell my ·mam because if I did they would 
tell everyone and I'd probably end up on television. I 
took it straight to.my bedroom·. (nine year old). 
'I kept my secret to myself, except for the person who is 
my best friend. We kept the secret between the two of us 
and we never spoke about it to our friends or anyone. 
We alweys kept it between ourselves • (nine year old). 
Secrecy, on the part of young children seems to stem from a belief 
they would be subjected to ridicule if they told others, or because 
their treasure would be taken from them or destroyed. 
A number of children mentioned "treasure" hidden inside the stone 
itself:-
I grabbed a stone. It began shining and a figure 
came half out. "Helpw he cried. Emma began to chip 
the stone away. I put my fingers in a crack and out 
he came • (ten year old). 
I heard something when we were on the rocks. I put 
my ear to a rock and heard a sound. My .dad listened 
and he heard a sound. A man came from inside • (nine year old) 
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We noticed a rock with four little pebbles stuck to 
it. Lee tried to pull the pebbles off. All of a sudden 
there wa~ a burst of flame and the rock flew out of Lee's 
hand and into the sky''. (nine year old) • 
"Julie and I went on the beach. We heard little voices. 
We sat on two rocks and the rocks were talking. We made 
friends and told nobody about this ·• (ten year old). 
1I carried it to my bedroom and cracked it open~ and inside 
were lots of shining stones'". (nine year old). 
As mentioned above, the stone as a symbol of some mystical experiences 
of God in one's search for the soul is a Jungian interpretation of 
statements such as these, which are also frequently encountered in 
dreams. Children are much more likely to give expression to this type 
of thought than are adults, who dismiss such as being childlike. 
The following describes how a child wrote of a stone which she 
buried on the beach, and which never disappears:-
'It was buried far down in the sand and when I 
came to get it, it was al weys there - j. t was never 
gone • (ten year old). 
This is the eternal quality of the stone which itself is a symbol of 
eternity, and the God-image. 
I wished to reinforce the idea of stones and rooks having eternal 
qualities, and being possessed of strength. A story familiar to the 
children for many years was "The Three Little Pigs". I re-read this 
story to them and asked why they thought young children loved it so 
much. Typical replies were "Because we know that the pig came back 
and beat the bad wolf in the end". When asked how he managed to do it, 
a child said "Because his house was built of stones, and they were 
very strong". 
I then gave the children the Biblical text of the House Built on 
-Sand (Matthew 7, vv. 24/9) and we discussed why the sto:rm was able to 
destroy one house but not the other. We related it to the story of 
the little pigs, and they were able to understand with no difficulty 
that the house built on a rocky foundation was mucli stronger than 
that built on sand. 
We then discussed people: did we know any people who were like 
rocks and stones? The children mentioned their friends and parents 
whom they could trust. Did they know people who were like sand? 
They said people were like this who "did not keep their word and did 
not call for you when they said they would", or people who "let you 
down when you thought you oould trust them". 
Having established with the children the symbolic use of rocks 
and stones in stories, I wished to consolidate their understanding by 
introducing more Biblical analogies. 
I gave the children the text "Thou are Peter, and upon this 
Rock I will build my church, and the gates of hell shall not prevail · . 
against it". By using workcards, the children were directed towards 
considering what kind of person Peter was: that is, just what did 
Jesus mean when he called him "a rock". They commented as follows:-
·I think Peter was a strong person who could fight bad, 
because he was like a rock. Perhaps he did do wrong 
things and made mistakes, but not very many, though. 
(ten year old). 
1Peter could put up with things' • (ten year old). 
Jesus meant that he wanted Peter to be in charge of 
things because he was strong and brave, and would not 
give into evil because he had a st~ong will'. (ten year old). 
'Peter must have had a strong will power because he wasn't 
afraid to say 'no' ! :. (nine year old). 
1Peter wasn't afraid, and the church would not become evil 
if he was the leader·. (ten year old). 
;Peter was strong in the mind. Perhaps he was strong in the 
body, too·· (ten year old). 
;Jesus meant Peter would start a new life with a new name;·. 
(nine year old). 
'·Jesus meant that people could be safe with Peter, and 
they could trust him o (ten year old). 
These comments of the children showed that they were able to recognise 
the symbolic use of "the rock" and were, in addition, able to add 
ideas which they thought out for themselves concerning the meaning of 
the imagery. 
I developed this lesson the following week, when a work~heet 
(Figure Thirteen) was given to the children. I wished to investigate 
how far the children were able to transfer the work done about the 
symbolism of stones and rocks to specific Biblical passages, and in 
addition to assess their capacity for weighing up evidence and coming 
to conclusions as to what meaning the symbolic writing was pointing 
towards. 
In response to (1), they wrote:-
·rt is very difficult to move a stone, just like it is very 
difficult to move Jesus from you because he is true • 
Jesus is like a stone because he is powerful • 
'A foundation stone is the main thing in a building, just 
like Jesus is the main thing in your heart· • 
(all ten year old children). 
4 
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The qualities attributed to the archetypal image were transferred to 
the character of Jesus, as had been done in the previous work about 
St. Peter: recogiused were the clues which pointed towards strength 
of character, power, and "truth" itself. 
Concerning questions two and three, the children wrote:-
.:The secret was there was something precious inside'·. 
'The stone and the cave shared a secret because they 
both had treasure inside'·. 
One child wrote at length about what was tuming over deep inside 
her thoughts:-
It ·is true that you can build things with stones and it is 
true that stones are strong and heavy. It is difficult to 
break a rock and you cannot take the goodness out of Jesus. 
Jesus' power is trying to get inside you and give power. 
He is like a stone because he is strong. He is not strong 
in strength but he is strong in love and happiness. We 
should try finding Jesus' love most of all, and if we do 
we have found Jesus himself. What people should try to 
find in themselves in their lives is the joy they might never 
have had i:tr it hadn't been for God and Jesus • (ten year old) 
The foregoing was written spontaneously by a child with no church 
connections whatsoever; she told me she had "just thought it out" 
for herself. 
In response to question three, other children wrote:-
'We should try to find love and oaring • 
·People should try to find treasure because you cannot be as 
good as you could be without treasure like love, God, and the 
whole universe". 
··we should try· to find the power of God • 
I think we should find love. God 'created us and that is why 
we can love other people, like our baby sister, so much." 
'I think the treasure is love. God created us and we should 
try to find happiness deep down ins:i. de us • 
Most people feel lave inside them but they don't like to 
say[ • (All ten year olds). 
Because·:the children had worked extensively on a theme, namely rocks 
and stones, they were able to gradually work towards an analysis of 
quite sophisticated Biblical material, and were able to see the 
significance of what was written and apply the teaching to their own 
lives. They were beginning to think, and had begun to understand one 
way in which it is necessary to approach the Bible if it is to be 
understood. 
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Figure Thirteen. Worksheet About Jesus. 
1. These things 'have been written about Jesus Christ. What do 
you think they mean? 
A. Jesus is like an important foundation stone in a 
building. If you believe in Jesus Christ, you will 
never be beaten. (1 Peter, Chapter 2). 
B. To those who do not believe in Jesus Christ, he is like 
a "stone of stumbling". 
Before writing down answers, it would help if you asked yourself 
how Jesus could be like a stone. What are stones like? 
Now read this: 
·
1He laid the body of Jesus in a cave which had been 
carved out of rock. A stone was rolled over the entrance: .• 
(st. Matthew). 
Last week somebody in this class wrote:-
'! was walking on the beach when I saw a shining stone. 
I picked it up. Later I cracked it open and inside there 
was a shining diamond··. 
Now answer these questions:-
2. What kind of secret did the rocky cave, and the stone on 
the beach, share? 
3. Sometimes people say that human beings are "like a special 
stone", deep inside them. What should we try to find deep 
down inside ourselves? · 
************ 
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I consider the most important aspects of the work to be, firstly, 
the children were able to share their thoughts with others, including 
the teacher; secondly they were extending their own thoughts beyond 
the basic image itself, and thirdly, I could perceive that their 
conception of God was moving towards a greater sophistication: the 
anthropomorphic ideas which had been revealed earlier had become 
transfomed, and this largely because the use of symbols, in this 
instance rocks and stones, had been studied and examined in depth and 
applied to complex religious writing. Because of their developing skills 
and increasing maturity of thought, the children were able to "make 
human sense" of the material. 
The performance of the children, and the ability which they 
demonstrated in dealing with abstract language, mB\Y' be compared with 
the conclusions and general comments of Dr. Rona:.\.d Goldman, who also 
wished, by his research, to discover how far children were possessed 
with the potential for theological insight and'understanding. 
1. 
2. 
3. 
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Conclusions and Implications for the School Curriculum. 
Dr. Goldman's conclusions and recommendations for religious 
education are unhelpful to work in the classroom because they seriously 
underestimate the potential of children in primary schools. The reasons 
for this miscalculation of Dr. Goldman are as follows:-
1. His researches were based upon the psychology of Piaget which 
itself failed to penetrate the way in which young children assimilate, 
think, and learn; 
2. The varieties of experiences underlying children's responses to 
Dr. Goldman's questions were not analysed, and nor was the underlying 
significance of experience recognized. 
). Distinctions between biological maturity/immaturity and intellectual 
capacity were not fully understood or recognized. 
4. Influences resulting from environmental factors upon children's 
growth of understanding were not.given.recognition. 
5. Too rigid an interpretation was placed upo~ the possible meaning 
of Biblical material which implied "set answers" were possible to the 
questions posed; added to this criticism may be the tendency of questions 
to suggest responses which fitted into Piaget's 'intellectual stages' 
of development. 
A possible element of Dr. Goldman's work which was positive is 
that attention was drawn towards the need for further planning in the 
~ield of religious education: a mere reading of Bible stories was 
inadequate if understanding was to be encouraged. The weakness of 
Dr. Goldman's research was in hiS' failure to recognize the true potential 
of young children for abstract thought, and the importance of experience 
for its development. There is no justification, on the grounds of 
their biological immaturity, to assume intellectual incapacity and 
-therefore omit Biblical material from the religious education of junior 
aged school children. Skills of interpretation need to be taught in 
religious education just as they are in other areas of the school 
curriculum, such as mathematics or science. 
The intellectual capacity of children in the primary school is 
wifh 
considerable, and this coupledftinnate curiosity and enthusiasm enables 
them to study abstract symbolic language and to discover its meaning. 
Children have the ability to transfer learnt skills from one area of 
work to another and are well capable of applying what they have learnt 
to their own everyday lives. 
For religious education to be effective, it must hold relevance 
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for the children themselves. If their studies are based upon 
experience, the ~elevance and meaning of religion is more likely 
to make sense to them. The interest they show in the material 
provided for them m~ be used to assess its relevance to the children's 
experience. 
Two types of experience m~ be discovered within the human psyche: 
personal experience which m~ be lodged in either the conscious or 
unconscious mind, and also the collective experience of humanity, 
which is lodged in the unconscious but which becomes conscious when 
activated by an appropriate symbol. It is this wealth of collective 
experience which opens up an immense area which can, and has been, 
used in religious symbolic interpretation of life; hence the Biblical 
symbols such as rocks and stones, fire and water, wind, searching 
activities, all of !"''hich (and many more besides) have the power to 
activate the "blueprints" within the human mind as appropriate symbols 
for the manifestation ·or the archetypes. Thus, children will be able 
to "make sense" of such ideas as God being like a rock, the wind, or 
light in darkness, etc. or as a treasure worthy of pursuit. The 
results of the use of archetypal images in this". thesis supports the 
suggestions made in recent years that the theory of Jung concerning 
the collective experience of humanity justifies further research. 
It is necessary, if children are to be enabled to develop informed 
opinions about what it is with which religion deals, and to recognize 
genuine religious ~estions abou; life generally, that they be given 
direct teaching about the necessary skills to do so. They are capable 
of understanding the difference between literal and non-literal truth 
and can learn to write symbolically themselves. A study of symbols 
-is well within their grasp if based upon their own personal experience 
or upon experiences of the collective unconscious. 
A variety of activities, related to a particular symbol or "truth", 
os helpful in reinforcing and developing the young child's understand~ 
ing. Thns, religious education becomes integrated with science, art, 
language, and every aspect of the curriculum. 
For the children's leaming to be most effective, it needs to be 
based upon exciting imagery which stirs the imagination and arouses 
recognition of the undeliying archetypes; thus superficial topics such 
as ''People Who Help Us" (which were advocated by Dr. Goldman) appear 1 
banal to the children and frequently fail to develop thought in a · 
creative, stimulating manner. Material found in both the Bible and 
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other religious writings frequently appeals to the collective 
unconscious, and if planned thoroughly and handled sensitively 
and imaginatively, could stimulate much exciting work in the class-
room. 
Experience should be used as a beginning in religious education, 
rather than as an end in itself. Children respond eagerly to teaching 
which uses experience as a starting point, but they must leaxn to 
move towards the unfamiliar imaginatively. 
Flexibility in the methods used in and out of the classroom is 
necessary if children are to influence how their work develops. Tlms, 
if children are enthusiastic about some area of work this should be 
offered to them personally for development, perhaps in the form of a 
problem to solve, as this approach offers scope for creative thought 
and its expression. 
Regarding the use of experience, and bearing in mind the 
problems posed in the classroom such as lack of time, numbers of 
children demanding attention, etc., it is realistic, in my opinion 
as the result of many years of teaching in the classroom, and in the 
light of this research, to assume children in primary school have 
certain basic experiences upon which religious education mey be based. 
Such experiences are concerns about their family, and their relation-
ships with peers; curiosity about the nature of the universe of which 
we are all a part; experiences of death, happiness, and illness, as 
well as the experiences of the collective unconscious as described 
above, which offers immense potential for development. All of these 
provide metaphorical 1 platforms 1 from which a sound underst.anding of 
religious interpretations of life may grow and develop, enabling the 
formation of mature, informed opinion being possible later in life. 
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Appendix One. 
Thieves and Door Bell ~ingers. 
:Bill - a thief 
Sid - a thief 
May - doorbell ringer 
Eve - doorbell ringer 
Mary 
Joseph 
Angel 
Innkeeper 
Old Lady 
Scene One. (TWO THIEVES ARE WANDERING DOWN THE STREET). 
SID. Come on, Bill. Lets rob this house. Nobody is in because 
the lights are out. 
:BILl I'll look around first. Right, I'll kick the door down. 
(BE KICKS THE DOOR IN). 
SID QUICK! Lets get something. (THEY GO INSIDE AND COME OUT 
WITH LOTS OF GOODS). 
BILL. I.ets get to my house and hide. (THEY BOTH RUN MTD HIDE). 
SID I'm wishing we'd never done it, Bill. What if the old man 
who lives there gets a shock? He could die. 
BILL I know what you mean. I wish we'd left the stupid house 
alone. I feel horrible inside. (THEY SETTLE DOWN AND FALL 
ASLEEP. ENTER TWO GIRLS, MAY AND EVE.) 
. 
MAY Come on, Eve, lets ring this bell and hide when they come 
to the door. , 
EVE I'll ring and lets hide in the bushes. (SHE RINGS THE BF.LL 
AND TEEY HIDE) • 
WOMAN Now then, who is at my door? I've had a very tiring day. 
Oh dear, oh dear. (SHE LOOKS ALONG THE STREET). Nobody 
there again. I'm so tired, too. Now I really feel ill. 
(SHE GOES INSIDE). 
EVE I wish we 1 d never done that. Wasn 1 t it stupid? Poor old 
soul. It migjlt have been my granny, and I would hate her to 
be teased. 
MAY Come on, then, lets go home. I feel mean. (THEY .ARE JUST 
WALKING SLOWLY ALONG, AND SIT IDWN ON A WALL TO TALK. ENTER 
. MARY AND JOSEPH) • 
MARY Joseph, you will have to find somewhere for me to stop. Please 
try this Inn. I cannot go on any further. 
JOSEPH Innkeepert Innkeepert Have you a spare room for the night? 
My wife is very tired. 
INN. Everyone in Bethlehem is tired. We are full up. But perhaps 
I could find you a place. I know. There is a cave in the back 
there. Will that do? You'll have to sleep with the cnimals 
though, and it will be a bit smelly. 
JOSEPH Y'es, we 1 11 take it. (THEY SETTlE DOWN. MARY PICKS UP HER BABY 
FROM :BEHIND A CHAIR.: • MEANWHilE AN ANGEL APPEARS AND GOES TO 
THE TEIEVES) • 
. 4NGE1 Wake upt Wake upt God has come to earth! 
BILL. What is that? Hey, Bill, look - its an angel! 
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ANGEL. You must come with me to see the baby. It is really God. 
God has come to earth tonight. 
SID But we are thieves. God isn't interested in people like us. 
ANGEL If you are sorry, God will forgive you and welcome you. I 
have two other people to pick up on the way who have been 
stupid, too, who are also sorry. Hurry now. Come to the 
child who is Qod. I' 11 show you the way. (THEY MOVE ACROSS 
THE STAGE, COLLECTING THE BELL RINGERS ON THE WAY. THEY GO 
TO THE STABLE AND RNEEL DOVm. Nt.ARY HOLDS OUT HER HANDS TO 
THEM. 
The End. 
, 
Doctor 
Three nurses 
Servant Boy 
Scene Set. 
Nurse 1. 
Stranger 1. 
Nurse 1. 
Nurse 2. 
Stranger 2. 
Stranger 3. 
Nurse 3. 
Nurse 1. 
Nurse 3. 
Doctor. 
Stranger 1. 
Doctor. 
Doctor. 
93 
Appendix Two. 
The Doctor and the Strangers. 
Three strangers 
Ill people 
Patients are lying ill in bed. A doctor is treating 
them. A sign is on the wall which reads ''North Shields 
P~tients. Only". A few nurses are going around the patients. 
A knock is heard at the hospital door. 
(She opens the door). Yes, can I help you? 
Excuse me, madam. We are three strangers who are 
looking for a doctor. We have travelled a long wa;y-
with a little boy who is ill. Could your doQtor 
help him, please? 
Doctor only treats people who were born in North 
Shields. He is very busy, anywa;y-. (NURSE 2 COMES UP). 
Why should you see the doctor? You are strangers. 
You do not live in North Shields. 
Please help us. Have pity on us. Our boy is ill: 
see how he groans in pain~ (B9Y GROANS LOUDLY). 
He should be so grateful if you would help us. (NURSE 
3 Cd'MES UP) • 
Now then, what is happening here? 
These three strangers won 1 t go awey. They want to see 
the doctor with this boy. I've told them he only 
looks after people from North Shields, but they will 
not go away. 
Doctors should help any sick person. I'm sure of 
that. I'll ask him. (RUNS TO DOCTOR). Doctor, 
there are three strangers outside. Will you see their 
sick boy, even though they don't live in North Shields? 
Of courseL It will give me pleasure to see the boy, 
or any ill person, no matter where they come from in 
the world. 
Thank you so much, Doctor. We came from the eastern 
part of the world, and we heard what a good doctor 
you were. We knew you would help us. 
How could I turn you awey? Bring the child to me. 
(ALL THE ACTORS' .AND ACTRESSES LOOK AT HIM IN .AMAZEa.' 
MENT). 
I will take that stupid notice down, and it will never 
be hung up again. 
THE END. 
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